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The Center 



Every child has the capacity to succeed in school and in life. Yet far too many children, 
especially those from poor and minority families, are placed at risk by school practices that are 
based on a sorting paradigm in which some students receive high expectations instruction 
while the rest are relegated to lower quality education and lower quality futures. The sorting 
perspective must be replaced by a “talent development" model that asserts that all children are 
capable of succeeding in a rich and demanding curriculum with appropriate assistance and 
support. 

The mission of the Center for Research on the Education of Students Placed At Risk 
(CRESPAR) is to conduct the research, development, evaluation, and dissemination needed 
to transform schooling for students placed at risk. The work of the Center is guided by three 
central themes — ensuring the success of all students at key development points, building on 
students’ personal and cultural assets, and scaling up effective programs — and conducted 
through seven research and development programs and a program of institutional activities. 

CRESPAR is organized as a partnership of Johns Hopkins University and Howard 
University, in collaboration with researchers at the University of California at Santa Barbara, 
University of California at Los Angeles, University of Chicago, Manpower Demonstration 
Research Corporation, University of Memphis, Haskell Indian Nations University, and 
University of Houston-Clear Lake. 

CRESPAR is supported by the National Institute on the Education of At-Risk Students 
(At-Risk Institute), one of five institutes created by the Educational Research. Development. 
Dissemination and Improvement Act of 1994 and located within the Office of Educational 
Research and Improvement (OERI) at the U.S. Department of Education. The At-Risk Institute 
supports a range of research and development activities designed to improve the education of 
students at risk of educational failure because of limited English proficiency, poverty, race, 
geographic location, or economic disadvantage. 



Abstract 



This technical report presents third-year analyses of the progress of five Maryland 
elementary schools participating in a multi-school, multi-district implementation of the Core 
Knowledge curriculum (Hirsch, 1987, 1996). Third-year results are presented in the areas of 
implementation and outcomes. Factors clearly affecting implementation of Core Knowledge 
included the following: 

• the availability and use of common planning time 

• the care taken to induct new teachers into the Core curriculum 

• level of success in negotiating any Core/local curriculum conflicts 

• finding ways to use Core Knowledge that are supportive of the state’s student testing 
program 

• sustaining Core as a priority in the face of competing educational reforms, and 

• continuing to acquire adequate resources after each school’s two-year implementation 
grant expired. 

Achievement outcomes were measured through two tests: the Comprehensive Test of 
Basic Skills, Fourth Edition (CTBS/4) and the Maryland School Performance Assessment 
Program (MSPAP). The relationship between the tests and the Core Knowledge curriculum 
was not tight, and individual school’s level of implementation and outcome measures all varied 
between years one and three. However, the majority of the Core Knowledge schools posted 
three-year academic achievement gains in reading comprehension relative to their matched 
control peers as measured on the CTBS/4. In addition, during the three-year period of this 
study, third-grade students in Core schools showed greater gains on the more performance- 
based MSPAP than did their matched control schools or the mean of schools state-wide. 
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Introduction 



I hope that in our future debates about the extensive curriculum, the 
participants will keep clearly in view the high stakes involved in their 
deliberations: breaking the cycle of illiteracy for deprived children; raising 
the living standard of families who have been illiterate; making our country 
more competitive in international markets; achieving greater social justice; 
enabling all citizens to participate in the political process; bringing us 
closer to the Ciceronian ideal of universal public discourse — in short, 
achieving fundamental goals of the Founders at the birth of the republic. ” 

— E.D. Hirsch, Jr., in Cultural Literacy (1987, p. 145) 



Studies of diverse school reform designs have indicated that, all other things being 
equal, a whole-school reform is more likely to have long-term achievement effects than is a 
reform targeted at specific subsets of students within schools, and that externally developed 
reforms are more likely to have positive effects on student achievement than are locally 
developed efforts (Stringfield et al., 1997; Nunnery, 1998). However, the same studies 
have demonstrated that not all nationally developed whole-school reforms produce positive 
effects, and that even those that appear to produce positive effects do not produce them 
uniformly. Issues of context and level of implementation strongly influence the 
“effectiveness” of any reform. Given such knowledge and given new federal funding 
streams to support “research-based” whole-school reforms (e.g., the 1998 Comprehensive 
School Reform Demonstration Program [CSRD], frequently referred to as Obey-Porter), it 
becomes very important to examine the implementability and effects of diverse reforms 
and to examine them in diverse contexts. 

This report presents data from the first multi-site, multi-district, multi-year study of 
the effects of the Core Knowledge curriculum on students’ achievement rates. As such, it 
begins the process of filling an information void on one of the largest of the national school 
reform movements. Core Knowledge has grown from an initial single school in 1989 to 
more than 600 today. For a review of research on this reform, see Herman (1999). 

Core Knowledge is a phrase used by E.D. Hirsch (1987, 1996) to describe what he 
sees as a common core of information needed by all citizens in order to survive and prosper 
in a given culture. Hirsch has expressed concern that schools in the United States have 
drifted away from teaching all students a common core of knowledge. Hirsch argues that 
the result is a general lack of learning and a specific growth in the gap of necessary 
knowledge between the children of affluence and the children of various disadvantages, 
such as poverty and cultural difference. 
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Hirsch and his colleagues at the Core Knowledge Foundation have developed the 
Core Knowledge Sequence (Core Knowledge Foundation, 1993a, 1995, 1998) which 
specifies a common core of content for American schools and provides a planned 
sequential curriculum in language arts, history, geography, mathematics, science, visual 
arts, and music for students in kindergarten through grade six. The topics specified in the 
Sequence are further elaborated in a series of books, carrying the titles What Your [First, 
Second, etc.] Grader Needs to Know (Core Knowledge Foundation, 1991, 1992a, 1992b, 
1993b, 1993c, 1996a, 1997). Together, the volumes form a spiraling curriculum designed 
to infuse one-half of each school day with “Core Knowledge.” For example, in Core 
Knowledge, all first graders study Egyptian history and Japanese culture. In fourth grade, 
the study of world history and cultures is expanded to the early and medieval African 
kingdoms and medieval China. 

Among the current generation of “whole-school” reforms, Core Knowledge is unique 
for several reasons. First among these is that Core Knowledge specifies a detailed 
curriculum framework throughout the entire kindergarten-through-grade-six range. None of 
the other national reform groups is so specific regarding such areas as literature, history, 
geography, or the arts. Second, Core Knowledge has been silent as to desired methods for 
instruction. Core does not tell teachers “how to teach.” Third, Core is silent on 
implementation strategy. Hirsch and his colleagues are deliberately non-prescriptive as to 
“scale up” techniques, allowing each school to implement via their own chosen route. 

One effect of this level of specificity regarding curricula and openness regarding 
methods has been that Core Knowledge has been able to spread rapidly, without having to 
develop a specific “scaling up” strategy for teaching teachers and schools how to “do” 
Core Knowledge. 

In the spring of 1994, six Maryland schools began a pilot implementation of the Core 
Knowledge Sequence. In the first two years of the experiment, The Abell Foundation of 
Baltimore, Maryland provided each school with approximately $27,000 in start-up funding, 
and the staffs of Abell and the Maryland State Superintendent of Schools provided 
oversight and staff development activities to aid in the implementation. In year three, 
financial subsidies were ended and guidance was minimized. Abell’s assumption became 
that the program would be sufficiently developed in the schools so that further outside 
assistance would not be needed. 

The remaining sections of this report present information on the design of the 
Maryland Core Knowledge study, implementation findings, and data on student outcomes. 
Appendices provide detailed information on levels of implementation of specific Core 
Knowledge content. 
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Design of the Maryland Core Knowledge Study 



Sample of Schools 

Each of the six pilot schools was demographically matched with a similar, within- 
district school, so that each Core Knowledge school would have a reasonable control 
against which it could be compared. One of the original six Core Knowledge schools is no 
longer being studied because its matched control school became a Core Knowledge school 
in the 1995-96 school year. Therefore, the current study examines implementation and 
outcome data from five Core Knowledge schools and five matched controls. A 
demographic description of those five experimental and five matched control schools is 
provided in Table 1. 



Table 1 

Demographics of the Schools Participating 
in the Maryland Core Knowledge Study 



Experimental or 


Enrollment 


Free/Reduced 


Special 




Control Pair 


(K-5) 


Lunch 


Education 


Location 


Experimental 1 


445 


34.5% 


7.7% 


Urban 


Control 1 


420 


51.9% 


14.5% 


Urban 


Experimental 2 


450 


63.4% 


11.1% 


Urban 


Control 2 


380 


67.8% 


9.0% 


Urban 


Experimental 3 


584 


12.7% 


1 1 .7% 


Suburban 


Control 3 


600 


19.4% 


12.9% 


Suburban 


Experimental 4 


178 


37.8% 


1 1 .2% 


Rural 


Control 4 


198 


24.4% 


16.6% 


Rural 


Experimental 5 


395 


46.0% 


15.2% 


Rural 


Control 5 


415 


36.9% 


7.5% 


Rural 


Experimental Mean 


410 


38.9% 


1 1 .4% 




Control Mean 


403 


40.1% 


12.1% 





Sample of Students 

Two full cohorts of students in the Core Knowledge and the control schools were 
initially selected to be followed for three years. The CTBS/4 was administered to all first- 
and third-grade students in each pilot and each control school in the fall of 1994. These 
first- and third-grade students were retested with the CTBS/4 in the spring of 1995, in the 
spring of 1996 when they were in second and fourth grade, and in the spring of 1997 when 

3 
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they were third and fifth graders. The four testing periods provide information about the 
cumulative effects of three years of Core Knowledge implementation. 

As can be seen in Table 2, at the beginning of the study in the fall of 1994, a total of 
1207 children were tested in the first and third grades combined. Full three-year data sets 
were available on 708 of these students in the spring of 1997. This study has longitudinal 
data on 59% of the total initial sample of experimental and 58% of total original sample of 
control students. 



Table 2 



Number of students in the study, originally and after 3 years 



Pair 


School Type 


N of Students (Total 1 st and 3rd Grades) 


% of Original Sample 


Fall 94 Testing 


3 Full Years of Data 


Pair 1 


Experimental 


142 


73 


51% 




Control 


116 


46 


40% 


Pair 2 


Experimental 


128 


75 


59% 




Control 


100 


49 


49% 


Pair 3 


Experimental 


196 


128 


65% 




Control 


174 


116 


67% 


Pair 4 


Experimental 


52 


40 


77% 




Control 


44 


36 


82% 


Pair 5 


Experimental 


129 


64 


50% 




Control 


126 


68 


54% 



Process-Implementation Measures 

In the three years of the study, detailed classroom-level observations have been made 
in the Core Knowledge schools. Regular instruction and selected “specials” (art, music, 
library, computers) were observed. Over the three years of the study, a total of 
approximately 200 one-hour observations were conducted. Data collected provided 
evidence about the implementation of Core topics and classroom- and school-level effects 
of the Core curriculum. Where practical during these visits to schools, interviews with 
teachers and administrators were also conducted to gauge school staff perceptions of the 
ongoing innovation. In addition, researchers led focus groups with third- and fifth-grade 
teachers at each school during year three. 

Also, in year three, a survey was sent to each regular classroom teacher and to each 
art and music teacher in the five schools to gain a broader overview of implementation 
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issues and to assess the level of implementation of Core Knowledge across the schools. 
The questionnaire was divided into two parts. The first part asked teachers a range of 
questions related to the Core Knowledge implementation, including questions about the 
resources that have aided them in the implementation, the instructional methods used in 
their classrooms, and the time they spent teaching Core Knowledge topics. Most questions 
in the first section allowed teachers to respond with a choice of answers; others were open- 
ended. The second part of the survey listed the Core Knowledge topics in the 1995 Core 
Knowledge Sequence. Teachers were asked to check off each topic they had taught or 
planned to teach in the 1996-97 school year. The questionnaires allowed for anonymity; 
however, teachers were identified by school and by grade level. (See the Technical 
Appendices for more information.) 



Outcome Measures 

Two different tests, the Maryland School Performance Assessment Program 
(MSPAP) (Yen & Ferrara, 1997) and the Comprehensive Test of Basic Skills, Fourth 
Edition (CTBS/4) (CTB, 1991), were used in this evaluation. MSPAP is a performance- 
based assessment requiring extensive writing, problem solving, and occasional teamwork 
among students. Each spring the state of Maryland administers the test to all third-, fifth-, 
and eighth-grade public school students. 

The CTBS/4 is a norm-referenced, multiple-choice test that has been found in a 
variety of studies to possess reasonable psychometric properties. It was chosen for this 
study, in part, because at the beginning of the evaluation all elementary schools in 
Maryland were required to administer it at certain grades. In the Maryland Core 
Knowledge study, the two subtests of Reading Comprehension and Mathematical Concepts 
and Applications are administered and reported each year. Those subtests are considered to 
be the more nearly “higher order” subtests in the CTBS/4’s basic skills areas. 

The Maryland School Performance Assessment Program is a “next generation” 
performance-based testing program. The test is given to all third, fifth, and eighth graders 
across the state. A total of approximately 150,000 students take the test each year. MSPAP 
covers six content areas: reading, writing, language usage, mathematics, science, and social 
studies. The first four are defined by Yen and Ferrara (1997) as follows: 

READING: The reading domain is defined by three purposes for reading — 

. reading for literary experience, for information, and to perform a task. (p. 62) 
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WRITING: The writing domain is defined by three purposes for writing — to 
inform, persuade, and express personal ideas — and four steps in the writing 
process — prewriting/planning, drafting, revising, and proofreading, (p. 63) 

LANGUAGE USAGE: The single language usage outcome incorporates 
correctness and completeness features in the appropriate use of English 
conventions (e.g., punctuation, grammar, spelling) across a variety of writing 
purposes and styles, (p. 63) 

MATHEMATICS: The mathematics domain is defined by nine content 
outcomes and four process outcomes. The Maryland outcomes are a close 
adaptation of the widely known NCTM Curriculum and Evaluation Standards 
for School Mathematics (National Council of Teachers of Mathematics, 
1989).... The MSPAP open-ended mathematics tasks require students to solve 
multi-step problems; make decisions and recommendations; communicate their 
ideas, understanding, and reasoning in mathematics; and explain the processes 
they used to solve problems, (p. 64) 



The final two areas, which were not summarized by Yen and Ferrara, are: 

SCIENCE: The science domain covers the content areas of life science, 
physical science, and earth/space science, and four process outcomes which 
include interpreting and explaining information, demonstrating ways of 
thinking inherent in science, using the processes of science, and applying 
science to solve problems. 

SOCIAL STUDIES: The social studies domain encompasses the content areas 
of political systems, geography, national and world history, and economics and 
the process outcomes of gathering, interpreting, and explaining information, 
demonstrating positive self-concept and empathy toward others, and expressing 
appropriate understanding and attitudes. 
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Implementation Issues 



“I remember last year a lot of times [the students] would run 
around and play Power Rangers and chase each other around. 
But I remember one day after we were talking about Harriet 
Tubman, they were playing escaped slaves and slave catchers. 
They were still doing the same thing — chasing each other 
around. But their roles were different. They were using real-life 
situations from the past. ” 

— Third-grade teacher 



First-Year Implementation. The Core Knowledge implementation in the original 
six schools began in the summer of 1995. In each school a team of teachers rewrote their 
school’s scope and sequence by integrating district and state requirements with Core 
Knowledge topics. Each school’s scope and sequence was then submitted to the Maryland 
State Department of Education for review by experienced Core Knowledge teachers. 

While teachers did develop some Core lessons before September 1995, most of the 
lesson-writing activities occurred throughout the school year. The Abell Foundation funds 
allowed schools to provide planning time, and in most of the schools, teachers worked in 
grade-level teams to research topics, find resources, and write lessons and assessments. 

Because the Core Knowledge Foundation does not specify books, materials, lesson 
plans, or pedagogical strategies, the schools had to develop the Core curriculum without 
the aid of specific materials or guidance for instruction. This took a considerable amount of 
time. In addition, teachers reported being hindered in the development of lessons by the 
lack of age-appropriate resources. An additional obstacle was the necessity in many of the 
schools to teach their districts’ curricula. Finding time to teach Core in a day already filled 
by teaching district requirements was a challenge to some schools. Finally, all schools were 
concerned with the demands of MSPAP and had to develop techniques and find time in the 
already tight schedule to prepare their students for the test. 

Second-Year Implementation. Teachers reported that the second year of 
implementation was easier than the first. In year two, there was time for teachers to reflect 
on what had worked and what had not in the prior year. Changes were often made in the 
scope and sequence as schools shifted the order of the teaching of some of the Core 
Knowledge topics. In some schools these alterations were extensive. In the classroom, 
changes were made in the length and the depth of certain units, and lessons which teachers 
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felt had not worked well in the first year were revised. Additional rewriting was also 
necessitated by teachers finding new resources and researching topics further. 

Four new factors that often hindered implementation of the Core Knowledge 
curriculum appeared in year two. These were: 

1. challenges in training and incorporating new, non-Core-Knowledge-trained 
teachers; 

2. problems associated with teaching split-grade classes in the presence of clear, 
grade-specific curricula; 

3. a general shortage of time for individual and team planning; and 

4. a shortage of money (as Abell Foundation funds were reduced) to purchase 
new (or replace worn or lost) materials. 

Two problems that had existed in year one were even more pronounced in year two: 

1. conflicts between Core Knowledge and some of the districts’ pre-existing 
curricular requirements made it difficult for some of the schools to teach all of 
the Core topics; and 

2. preparing students for MSPAP became the central emphasis in all schools in the 
study (for discussion, see Stringfield & McHugh, 1997). 

Third-Year Implementation. The third year of implementation was characterized 
by a greater differentiation between implementation levels among the five Maryland Core 
Knowledge schools. Two schools were well on their way to institutionalizing Core 
Knowledge, one school showed signs of diminished implementation, and two schools 
faced circumstances that threatened their ability to fully integrate Core Knowledge. 

Through the teacher survey and our interviews with principals and teachers, we have 
identified issues that appear to have affected these varying levels of implementation in the 
third year. The two highly implementing schools continued to provide planning time to 
teachers, had low teacher turnover, and were not compelled to teach their districts’ 
curricula. The school in which Core Knowledge implementation had decreased had a large 
number of teachers retire and was required to use its district’s curriculum. In the two 
schools in which Core Knowledge implementation was most endangered, one began the 
implementation of a different major reform, thus eliminating much of the time necessary to 
incorporate Core Knowledge content, and the other lost its ability to choose its own 
educational plan because it was designated by the State Department of Education as being 
“eligible for reconstitution” under the state’s expanding accountability mandates. 
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In the following section we discuss further the issues of implementation that occurred 
during the three years. 

Common Planning Time 

Common planning time among teachers was a feature which facilitated the successful 
implementation of Core Knowledge. Being able to share ideas and the workload with other 
teachers of the same grade level lightened the burden, especially in years one and two. As 
one teacher commented, I m typically a very independent person. Coming here and 
having to work as a team my first year was very awkward for me. But I can’t imagine 
doing Core without it.” 

The results of the teacher survey are consistent with this view. In those schools in 
which common planning time was provided, 77% of the teachers viewed the time as either 
“essential” or helpful “to a great extent.” Only 2 % (i.e., one teacher) did not find common 
planning beneficial. 

Teachers New to the School or to the Grade 

Teachers new to a school had difficulty implementing Core Knowledge. The staff 
development time and funding available in years one and two had greatly diminished in 
year three. In addition, in many cases the previous teacher had left no Core Knowledge 
lesson plans, assessments, or resources. This lack of curriculum materials also affected 
teachers who changed grades. 

There appeared to be no specific structured method of training new teachers or 
assuring that curriculum materials bought through Core Knowledge specific grants 
remained at any school. Although some schools developed methods of accumulating 
materials into “binders” or “logs,” this process of documenting the curriculum was not 
used in all schools. When it was used, these valuable records were sometimes incomplete. 
In some schools there was no attempt to integrate new teachers into Core Knowledge. As 
one first-year teacher commented, “All I know about [Core Knowledge] is that there’s that 
book for each grade and those are the things you are supposed to cover. That’s all I really 
know.” 
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Figure 1 

Type of assistance or resources which were provided to teachers 
new to the school or new to the grade 

Resource 

Team planning 
Help from other teachers 
Materials from other teachers 
National Core conference 
Scope and sequence 
Money for resources 
What Your X-Grader ... * 

Local meetings and workshops 
Core binders 
Books 

Help from administrator 
Resources from other schools 
Parents 
Core-created tasks 
Core guide 
No aid to new teachers 

0% 5Zo 10% 15% 20% 25% 30% 

Percentage of new teachers (n = 27) who 
reported receiving the resource 

* The Core Knowledge Foundation publishes a series of grade-specific books on the Core Knowledge Sequence. 
The titles of the books are What Four First [Second, etc] Grader Needs to A'«on'(Hirsch, various dates). 




Comments from the teacher focus groups revealed that, for the most part, it was the 
unspoken responsibility of experienced Core teachers to train and assist new teachers. This 
perception was corroborated by the results of the teachers’ survey. On the survey, we asked 
teachers new to the school or to a grade to list assistance or resources that were provided to 
help in the implementation of Core Knowledge. Figure 1 shows their responses. The three 
most-often cited resources revolved around assistance from other teachers. Thirty percent 
of new teachers listed team planning, 22% listed help from other teachers, and 22% listed 
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materials from other teachers. Seven percent wrote that they had received no assistance at 
all. 

On the teacher survey we asked teachers to list school, district, or state requirements 
that competed with Core Knowledge for space in the curriculum. Of the teachers who 
responded to this question, 64% listed district requirements as impediments to full 
implementation of Core Knowledge. The second and third most often noted obstacles were 
MSPAP at 27% and another educational reform at 1 1%. These three will be discussed next. 

District Curriculum 

Of primary importance in the ability of a school to adequately implement Core 
Knowledge is the degree to which it is allowed to deviate from their district’s pre-existing 
curriculum. The Core Knowledge Foundation estimates that the Core Knowledge sequence 
should be the basis of about 50% of a school’s curriculum. For schools required to teach all 
of a district s curriculum, there simply was not sufficient time to satisfactorily implement 
Core Knowledge. Conversely, for schools in districts that were more flexible, teachers 
were better able to cover more Core Knowledge content. In our study those more flexible 
districts were also relatively small. 

One teacher described her frustration in trying to meld Core Knowledge with the 
district-mandated curriculum. “We have a curriculum, and we’re held accountable to that, 
as we all know, through MSPAP. I’m very, very tom because I feel I have to get this in and 
the Core curriculum is very ... it’s challenging, it’s enriching, it’s stimulating. But you have 
to constantly balance and weigh what to do, and we can’t get everything in. And that’s just 
very frustrating.” 

In one school, there were growing numbers of teachers who viewed the Core 
Knowledge sequence as supplemental to the district curriculum. As one second-year 
teacher commented, 

I did not do a lot of Core this year, but I really used it to enrich my 
social studies or my English units. And I just think that if you’re going 
to implement Core in a school, if you just don’t have a strong 
curriculum to begin with, then maybe that’s something that would be a 
useful curriculum to have as a base. But, this [Core] was really a 
supplementary curriculum. 

Within this study, when conflicts between central administration and the Core 
Knowledge curriculum were not clearly resolved in favor of the Core Knowledge 
curriculum, eventually the local curriculum predominated. 

1 1 




Maryland School Performance Assessment Program (MSPAP) 

MSPAP was designed by the state of Maryland to assess students’ ability to apply 
basic knowledge to “show that they understand reading selections, can develop written 
responses, solve multi-step mathematics problems, conduct science investigations, and 
demonstrate their understanding of social studies concepts” (Maryland State Department of 
Education, 1996, p. 2). The test is part of the Maryland School Performance Program, 
which holds individual schools accountable for student performance. Declines in a school’s 
MSPAP scores may bring serious repercussions. MSPAP is taken very seriously by 
Maryland educators. 

Adapting teaching styles to prepare students for MSPAP has been a dominant reform 
in the five Core Knowledge schools. However, during third-year interviews, teachers 
expressed two divergent views of the effect of MSPAP on Core Knowledge. Some teachers 
felt that MSPAP actually enhanced the Core Knowledge curriculum. Others felt that 
writing and administering non-Core performance tasks to prepare students for the test took 
time away from Core Knowledge. 

Many teachers, separately and in teams, had developed performance assessment tasks 
using Core Knowledge as the content area. One teacher made the following comments 
about the MSPAP-Core Knowledge connection. “I don’t think that Core takes anything 
away from MSPAP. To me, MSPAP is thinking skills; it’s going from content to 
application. When you teach the content, you are doing performance-based teaching and 
performance-based assessment. Core is an enhancement [to this process].” A teacher at 
another school stated that there was a synergistic effect between Core Knowledge and 
MSPAP. Many of the reading materials on Core Knowledge topics that were available for 
her third-grade students were written for older students. She worked through the text with 
her class because of the difficulty. However, she felt that tackling this difficult material 
improved the children’s vocabulary and reading ability and prepared them to read text on 
MSPAP. “So that when May comes and they get the MSPAP book and they have to read 
text that they have never seen before, which is going to be on third-grade level because it’s 
developmentally appropriate, it seems easy.” 

Some teachers who agreed with this view of the facility of Core Knowledge to 
positively impact MSPAP still felt overwhelmed by the preparation for and consequences 
of the state test. One teacher voiced her frustrations about directives to “use these MSPAP 
words; do these MSPAP-type activities.... It’s always trying to teach in a MSPAP way, in 
a MSPAP style, with MSPAP in mind.” She added, “And then go to your mailbox every 
day and get that one more thing, one more meeting. Every meeting that we have is related 
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to MSPAP in some way, shape, or form. It’s ever-present.” Another teacher who had 
successfully used Core Knowledge content as a vehicle for teaching students the processes 
and outcomes that are tested by MSPAP still felt weighed down by the test. She 
commented, MSPAP always scares me. I m really worried about that. I just sometimes 
feel inferior, just inadequate. Did I do the right thing and did I do a good job? A long time 
ago when I started teaching, I didn t have that feeling. I didn't go home questioning 
myself. I’m just not feeling good about myself.” 

Teachers in every school in the study expressed worry about the consequences of 
MSPAP scores. As one teacher put it, “I don’t know how our district officials really feel 
about [Core Knowledge], but if scores don’t go up soon, I assume they’ll be looking for a 
reason why they’re not, and I could easily see that Core’s going to have to go and they’re 
going to use that.” 

The potential of MSPAP to derail Core Knowledge in Maryland schools was best 
illustrated by one of the pilot schools which, because scores on MSPAP had not increased, 
was declared by the State Department of Education to be eligible for reconstitution. After 
this decision, state and district people worked closely with the school to restructure 
educational delivery, and Core Knowledge was not a part of either the state’s or the 
district’s plan. 1 It was with great difficulty that some teachers in this school hung on to 
Core Knowledge. As one teacher commented: 

We have so many things that we have to do to meet state outcomes and 
guidelines. We have a state person who shows up sometimes to see that 
we are on task according to our building plan. Then we have the city, 
and they’re telling us that we need to do this, and we need to do that. It 
makes it very difficult and very overwhelming. But before 
reconstitution, when we first initiated Core, everybody in the building 
loved it. We still love it. It’s just that when you are divided in three 
different ways, it’s very difficult. 

The alignment between the content-rich Core Knowledge curriculum and the skills- 
based MSPAP test is far from perfect. Without an accommodation, over the long term, 
MSPAP-related activities predominated. 

A New Reform 

In the 1996-97 school year, one of the original Maryland Core Knowledge pilot 
schools became part of a group of schools implementing a major curricular reform which 

1 Paradoxically, the State Superintendent of Education remains a vocal supporter of Core Knowledge 
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significantly altered the instructional delivery of every teacher in the building. Although 
Core Knowledge is scheduled to be a part of that program, the major emphasis in 1996-97 
was on the reading program. The teachers in that school reported that the time demands of 
the new reform seriously interfered with their ability to implement Core Knowledge. A 
typical teacher observed: 

My reading block on Mondays and Fridays is from 8:30 to 10:00. On 
Tuesdays, Wednesdays, and Thursdays, it’s 8:30 to 10:40. So that’s a 
long time for reading, and once you’ve finished that, you have to do 
language and then math and then you do social studies. And we’re 
focusing two days a week on the MSPAP activities. So, therefore, you 
don’t have that long afternoon that we used to use to implement Core. 

Attempting a new reform before a previous one is fully institutionalized is generally a 
step that jeopardizes the earlier reform (Stringfield et al., 1997). Our Core Knowledge 
implementation data are consistent with this earlier finding. 

Increased Enrollment 

Enrollment grew in some of the Core Knowledge schools. With increasing numbers 
of students coming into a grade, new classrooms were added. This necessitated either 
hiring a teacher new to the school or transferring a teacher from another grade. The result 
was either acclimating an existing Core Knowledge teacher to the materials and curriculum 
of a new grade or training a teacher new to the building and probably new to Core 
Knowledge. 

The increase in the number of students also necessitated the purchase of additional 
materials. This came at a time when funding for such purposes was uncertain to 
nonexistent. 

New Resources Needed 

By the end of year three, additional funding was needed to purchase additional 
resources or to replenish materials that had worn out. Paperback books bought in the initial 
year of implementation were deteriorating and needed to be replaced. Materials to convert 
science lessons to hands-on activities were needed in every school. In addition, with three 
years of experience, some teachers found that books and materials purchased in the first 
year were not as helpful as they had first hoped. 



Most schools had relied heavily on photocopying materials while developing Core 
Knowledge units. One teacher stated that the most necessary resource in developing the 
Core Knowledge curriculum was a photocopier. However, two schools did not have 
photocopiers, and the teachers in those schools noted how the lack of that resource 
hampered them in developing units. 

We are three years away from the year 2000 and you can’t expect to 
teach with things invented in the forties. It’s impossible. I would rather 
have access to the photocopy machine using tasks that I have developed 
for the MSPAP than have a textbook. 

As Abell Foundation funding terminated, local school districts did not replace the 
grant money. Schools reported finding it difficult to reallocate within-school funds for 
Core purposes. However, some principals were successful in raising extra money to fund 
common planning time, purchase some new resources, and pay for travel costs to the 
national Core Knowledge conference. 



“/ really believe that the students are benefiting from Core with 
getting life-long knowledge that they can tap into later. The 
knowledge they obtain has shelf life. It’s something that they can 
get when they need it, ” said one teacher. 

A second teacher added, “And because it 's multicultural, it gives 
them more than one shelf. ” 



Teacher Survey on Implementation 

This section highlights the teacher survey responses that provide more detail about 
the problem of implementation in the Core Knowledge schools. 

The survey data show that teachers in the five Core Knowledge schools were, on 
average, an experienced group. The teachers had a median of 10 years of teaching 
experience and had spent an average of five years teaching at their current schools. The 
majority did not have to cope with the substantial demands of being new teachers, nor were 
they at the point in their careers (20+ years of teaching) when Huberman (1989) found that 
teachers were less likely to embark on new school improvement efforts. 
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How much time was spent teaching Core Knowledge? 

The Core Knowledge Foundation recommends that the Core Knowledge curriculum 
comprise approximately 50% of what is taught in Core Knowledge schools. In our survey 
of teachers, we found that teachers spent an average of 53% of their time each week 
teaching Core Knowledge content. 

How much time was spent each week developing or revising the 
Core Knowledge curriculum? 

The third-year survey results revealed that, across sites, teachers spent an average of 
four hours a week developing or revising the Core Knowledge curriculum. 

In our interviews and focus groups, we found that in the third year of implementation 
teachers reported that they were spending far less time developing the Core Knowledge 
curriculum than in year two and less time than in year one. The teachers in the highly 
implementing schools described year three as a period of refinement, even cutting back. 
“It’s almost to the point where we’ve gathered so much, now we have to start condensing it 
down because we’ve got too much.” In the other schools, competing demands kept 
teachers from working on Core Knowledge. 

How difficult was it to find age-appropriate materials for the Core 
Knowledge curriculum? 

One of the first-year complaints of teachers was the difficulty they had in finding 
age-appropriate materials related to Core Knowledge topics. However, this was not an 
overwhelming problem in year three. As can be seen in Figure 2, although some teachers 
reported problems in finding materials designed for their grade, fewer than one in five 
(17%) reported that they felt that it was “greatly difficult” or “nearly impossible” to find 
materials. 

What instructional materials did teachers most often use to teach 
Core Knowledge material? 

In our visits to schools, we observed a wide variety of instructional materials for 
teaching Core Knowledge. In the survey, we asked teachers to rank the three types of 
instructional materials they used most often. Forty-nine percent of the teachers wrote that 
they used “teacher-made materials” most often. Trade books ranked number two and 
worksheets number three. 
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Figure 2 

Teacher opinions about the difficulty of finding age-appropriate 
materials for the Core Knowledge curriculum 



Opinion 




What instructional techniques did teachers use to teach reading? 

The Core Knowledge Sequence provides content guidelines for language arts but 
leaves the decision of how to teach reading up to the individual schools or teachers. We 
were interested in which methods teachers used to teach reading to their students. In our 
survey, we asked teachers to briefly describe how they taught reading and to name their 
school’s reading series. 

We found that teachers taught reading through a combination of approaches. The 
teaching methods used were fairly consistent within a school. For example, in one school 
Direct Instruction (Bereiter & Englemann, 1966; Abt Associates, 1977; Meyer, 1984) was 
used by most teachers, and in another school basals and whole language were employed. 
The teacher reports across sites revealed that 43% of the teachers used phonics, 46% used 
whole language, 61% used basals, 41% used literature-based techniques, and 9% used 
Direct Instruction. (Most teachers reported using more than one approach.) 

The reading series used most often by schools was the Harcourt, Brace Treasury of 
Literature (Harcourt, Brace & Company, 1993). It was used by 21 of the 45 teachers 
reporting. The next most often used reading resources were trade books, which 19 of the 45 
teachers reported using. 
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Will Core Knowledge still be implemented in the year 2000? 

Our survey asked teachers to respond to the question, “How confident are you that 
Core Knowledge will be a major element in your school’s curriculum in the year 2000?” 
The teachers at the two strongest implementation sites were more optimistic than the 
teachers at the two lowest implementation sites that Core Knowledge would be a 
significant component of the curriculum in three years. As can be seen in Figure 3, 81% of 
the teachers in the two highly implementing schools reported their belief that Core 
Knowledge would definitely be a major element. By contrast, only 1 1% of teachers in the 
two lower implementing schools were confident that Core Knowledge would be a 
dominant portion of the curriculum in the future. 

Figure 3 

Opinions of teachers in the two highly implementing schools and in 
the two lowest implementing schools about the likelihood that Core 
Knowledge will be a major element in their school’s curriculum in 

the year 2000 



Probably not in the school 



Not a major element 



Probably a major element 



efinitely a major element 



0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100 




Percentage of teachers holding the opinion 



Highly Implementing 






Lowest Implementing 
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What resources did teachers receive each year to help in the 
implementation of Core Knowledge? 

Through analyses of the qualitative interview and observational data collected in the 
first two years of the evaluation, we found that there were a number of factors that 
facilitated successful early implementation, including extra funding for start up, common 
planning time, and attendance at the Core Knowledge National Conference (Stringfield & 
McHugh, 1997). Because we believed these and other elements were important resources 
that might help teachers implement Core Knowledge, we included a section in our year- 
three survey that asked teachers whether or not particular implementation resources were 
characteristic of their experience in implementing Core Knowledge. The following 
emerged. 

Involvement in the Core Knowledge national network. The large majority (96%) 
of teachers had been provided with a copy of What Your [X] Grader Needs to Know 
during the three years. The majority (84%) also received copies of the Core Knowledge 
Sequence: Content Guidelines for Grades K-6 (Core Knowledge Foundation, 1993, 1995). 
However, relatively few teachers (22%) had received copies of the Core Knowledge 
Resource Guide, which was revised, renamed, and published as Books to Build On (Core 
Knowledge Foundation, 1996b). Dissemination of the Core Knowledge Foundation 
Newsletter among teachers had declined from 32% of the teachers in 1994-95, to 24% in 
1995-96, and to only 13% in 1996-97. 

One possible method for improving one’s Core-related knowledge and restoring 
motivation could be through attendance at the Core Knowledge National Conference. Over 
the three years, the highest percentage (46%) of teachers attended the national meeting 
which was held in the first year of implementation in March 1995. The meeting was held in 
nearby Williamsburg, Virginia, and foundation support was at its highest. There were 
slightly fewer teachers (40%) who attended the March 1996 meeting which was held even 
more conveniently in Baltimore. Fewer still (29%) went to the meeting in March 1997 in 
Denver, Colorado. Start-up funds apparently facilitated the participation in year one, and 
distance/costs combined with a lack of external support hampered attendance in year three. 
Attendance at local meetings concerned with Core Knowledge also declined somewhat 
over the three years of implementation, from 40% in year one to 24% in year three. 

Another way in which teachers participated in the Core Knowledge network was 
through visits from teachers from other schools and through taking trips to other schools. 
These visits allowed for cross-school teacher communication. In the first year of 
implementation, 70% of the teachers reported that they made a trip to another Core 
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Knowledge school. This figure had declined to 17% in year three. The percentage of 
teachers who received visitors from other Core Knowledge schools showed a less 
substantial decline, from 84% in year one to 56% in year three. 

Systemic support. Systemic support for the implementation of Core Knowledge 
could be one resource for teachers. The third-year survey data indicated that teachers 
received very strong support at the school-site level from principals and other school 
personnel, such as the librarian or curriculum coordinator. The active involvement of other 
school personnel has remained constant throughout the three years, with 76% of the 
teachers receiving aid in year one and 71% in year three. On average, teachers perceived 
that support from their school’s principal remained high but had declined slightly over the 
years, from 89% in year one to 78% in year three. 

The active support of the principal was viewed by the teachers as extremely valuable. 
One teacher explained. “It’s important to have that administrative backing to feel that you 
are doing right as a teacher, to feel that you are doing good and doing what you’re 
supposed to be doing. You’ve got to have that positive feedback, and if you aren’t getting 
it from your principal, [the Core Knowledge implementation] is going to suffer.” Teachers 
in more than one school expressed the belief that if the principal were to leave, the Core 
Knowledge program would die. 

While teachers considered support within a school to be strong, across sites they 
reported that explicit support for Core Knowledge from the district office was quite low. 
Only 22% of teachers reported receiving their district’s support in year one, and this 
number declined to 17% in year three. 

School infrastructure to support Core Knowledge. Teachers were asked a series of 
questions about the resources present in their school that might constitute an infrastructure 
to support the implementation of Core Knowledge. The Abell Foundation provided 
$22,000 to each school in year one and $5,000 in year two. Ninety-five percent of teachers 
reported an awareness that their schools had received grant money in year one. In year two, 
the percentage of teachers who reported that their school received grant money dropped to 
69%, and this percentage declined to 24% in year three. While the Abell funding had ended 
after two years, some principals were successful in finding alternative sources of money for 
the Core Knowledge program. 

At the beginning of the Maryland Core Knowledge pilot program, The Abell 
Foundation and the State Superintendent’s staff strongly suggested that each school 
develop a Core Knowledge resource center. Roughly 35% of the teachers (most of whom 
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were from two of the five schools) reported that such a facility existed at their school. One 
teacher explained the reluctance of teachers to create such a center. 

I remember going round and round about making a Core resource room, and 
people weren’t willing to put the things that they had purchased in there 
because they would walk or not be back, and what would happen if they needed 
to use them at the same time as somebody else needed to use them. I guess in a 
way we’re all really protective of our things. 

One facility that existed at each school was a library, and 66% of teachers reported 
that over the three years they had used their school’s library specifically for the Core 
Knowledge implementation. 

We surveyed teachers about whether resources were being committed to staff 
development and planning time for Core Knowledge. Table 3 details the responses. While 
there was a drop from year one to year three for each of the four resources, the percentage 
of teachers who participated in staff development and planning time reveals a continued 
commitment from principals to find the money to fund such endeavors. 



Table 3 

Staff development and planning which teachers received during the 
three years of Core Knowledge implementation 





Percentage of teachers receiving the resource 


Resource 


1994-95 


1995-96 


1996-97 


Staff development 


97% 


38% 


31% 


Extra planning time during the school year 


70% 


51% 


56% 


Common planning time 


65% 


60% 


58% 


Paid summer planning time 


57% 


29% 


31% 



Would teachers recommend Core Knowledge to their colleagues? 

We asked teachers to respond to the following open-ended question: “If you were 
asked for advice from a friend who teaches at a school considering using the Core 
Knowledge curriculum, what would you say? ’ The most common response of teachers in 
the two highest implementing schools was “Go for it!” Teachers in the other three schools 
also voiced enthusiasm for Core Knowledge, but they offered more caveats. 

Reasons that teachers across all five schools cited to adopt Core Knowledge included 
the richness of the content, the exposure to topics that develop students’ appreciation for 
other cultures, the students’ enthusiasm and interest in the Core topics, the facility to use 



the Core content to teach higher-order thinking skills, and the ownership of the curriculum 
felt by the teachers because they had been free to develop the lessons and assessments 
themselves. 

Teachers’ cautions centered around the amount of work involved in developing the 
program (especially in year one), insufficient funds for resources to develop the 
curriculum, the introduction of new programs, and the absence of planning periods. The 
comments of some teachers reflected their frustration at inadequate implementation of 
Core in their schools. This is perhaps best summarized by the following comment: 

I would tell my friend that if the school is not committed to make Core a 
priority it is a lot of unnecessary work.... I would also say that the 
content is excellent. If done PROPERLY it would be a great 
program/curriculum for our students. 



Teacher Survey on 
Core Knowledge Content Coverage 

As part of our April 1997 survey of regular classroom teachers in grades one through 
five and art and music teachers, we included ALL topics listed in the Core Knowledge 
Sequence for each grade level. Teachers were asked to indicate which topics they had 
taught or planned to teach during the 1996-97 school year. We could not know from the 
survey in what depth teachers covered particular content areas, only whether they reported 
covering the various topics. 

We generated graphs for each content area in each grade level. These graphs may be 
seen in the Technical Appendices. However, we present an illustrative graph as Figure 4 
which shows the coverage of the stories listed in the Core Knowledge Sequence by third- 
grade teachers. There were fourteen teachers who returned the survey who were 
responsible for teaching stories in grade three. The most often taught story in this grade 
was “Aladdin and the Magic Lamp.” At the time of the survey (April), nine teachers had 
taught the story and another three teachers planned to teach it. One of the least taught 
stories was “Three Words of Wisdom.” Only two teachers had taught it and only two more 
planned to teach it. 

From the topic checklists in the survey we also developed tables which summarize 
content coverage aggregated by grade and by school. In general, Core Knowledge content 
coverage declined as the grade level increased. Core coverage varied across the five 
schools. 



As shown in Table 4, the greatest coverage of Core Knowledge topics was 
accomplished in grades one and two. Beginning in third grade, fewer Core topics were 
taught. These numbers match the observations of teachers and principals that district 
curriculum is fairly content free” in the early grades. It becomes more difficult in 
Maryland to incorporate Core Knowledge topics in grades three through five because of 
competing district requirements and state testing pressures. 

Figure 4 

Number of third-grade teachers who taught or planned to teach 
Core Knowledge stories 

Story 

Aladdin and the Magic Lamp 
Ali Baba and the 40 Thieves 
The Little Match Girl, by Hans Christian Andersen 
The People Who Could Fly (African-American folk tale) 

The Hunting of the Great Bear (Iroquois legend) 

Alice in Wonderland, by Lewis Carroll 

Wilham Tell 

Selections from "Wind in the Willows," by K. Grahame 
The Husband Who Was to Mind the House 

The Open Road 
The River Bank 
Three Words of Wisdom (Mexican folk tale) 



Number of Teachers 




H Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 

questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 



Table 4 reveals that the subjects in which the greatest number of Core topics were 
taught were language arts (93%) and mathematics (89%). However, these numbers do not 
reflect a high level of implementation. On the contrary, teachers reported during interviews 

that they did not implement specific units of Core language arts or mathematics because 
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they perceived it was not necessary. Teachers believed that there was a sufficient number 
of mathematics and language Core topics already included in their districts’ curricula. 



Table 4 

Percentages, by grade, of Core Knowledge content items that teachers reported 
they had taught or were planning to teach during the 1996-97 school year 



Content Area 


Grade 1 


Grade 2 


Grade 3 


Grade 4 


Grade 5 


All Grades 


Poems 


61% 


73% 


41% 


60% 


50% 


57% 


Speeches 








59% 


57% 


58% 


Mythology 




68% 


58% 


72% 


43% 


63% 


Geography 


83% 


83% 


59% 


56% 


55% 


66% 


Stories 


84% 


72% 


53% 


63% 


53% 


68% 


Science 


79% 


88% 


70% 


50% 


67% 


68% 


Sayings 


73% 


88% 


78% 


70% 


53% 


71% 


World Civilization 


85% 


74% 


84% 


65% 


58% 


73% 


American Civilization 


84% 


80% 


78% 


61% 


70% # 


74% 


Literature 


85% 


82% 


100% 


94% 


79% 


86% 


Mathematics 


97% 


97% 


84% 


81% 


97% 


89% 


Language 


100% 


97% 


97% 


89% 


82% 


93% 


Mean Grade 
Percentage 


84% 


82% 


74% 


66% 


67% 


74% 



Table 5 shows content coverage by school. The schools which exhibited the greatest 
challenges to implementation, as revealed through observations, interviews, and focus 
groups, are also those whose teachers reported the fewest number of Core topics taught. 

Data from Table 5 indicate that, after three years, level of implementation ranged 
from virtually total (95%) to about half (52%). When language and mathematics are 
excluded from consideration, implementation ranged from 95% to 44%. 

The two schools with a mean school implementation percentage of 89% and 95% for 
all subjects are discussed at various points in this report as high-implementation schools. 
The two schools with 54% and 44% implementation are discussed as relatively low 
implementation sites. 
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Table 5 

Percentages, by school, of Core Knowledge content items that teachers reported 
they had taught or planned to teach during the 1996-97 school year 



Content Area 


School A 


School B 


School C 


School D 


School E 


Poems 


83% 


83% 


28% 


62% 


31% 


Sayings 


99% 


100% 


42% 


70% 


51% 


Stories 


85% 


82% 


58% 


57% 


46% 


Mythology 


98% 


100% 


58% 


49% 


36% 


Speeches 


100% 


100% 


0% 


75% 


50% 


Language 


99% 


93% 


91% 


91% 


92% 


Literature 


97% 


100% 


95% 


66% 


53% 


World Civilization 


93% 


80% 


73% 


54% 


52% 


American Civilization 


100% 


94% 


59% 


48% 


53% 


Geography 


100% 


84% 


72% 


21% 


42% 


Science 


98% 


96% 


72% 


37% 


25% 


Mathematics 


91% 


96% 


94% 


84% 


79% 


Mean School 
Percentage 


95% 


89% 


67% 


58% 


52% 


Mean School 
Percentage excluding 
Language and 
Mathematics 


95% 


92 % 


56% 


54% 


44% 



Student Academic Outcome Data 



“What type of curriculum works best , with which students, 
is an empirical question, and it is time we answered it 
empirically. ” 

— Ed Zeigler, Education Week, June 17, 1998 



We examined academic outcomes using the Comprehensive Test of Basic Skills, 
Fourth Edition (CTBS/4) and the Maryland School Performance Assessment Program 
(MSPAP). Neither test is designed for, nor deliberately aligned with, the Core Knowledge 
curriculum. To that extent each measure becomes a demanding, but not highly specific, test 
of the topics taught in Core Knowledge. However, the theory underlying Core Knowledge 
is that adding specific content to curriculum will increase the literacy of American 
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students. Therefore, based on the promises inherent in the reform itself, we have used the 
CTBS/4 and the MSPAP to gauge if the implementation of Core Knowledge increases 
knowledge, specifically in the areas of reading comprehension and the ability to apply 
basic knowledge to show understanding in reading selections, develop written responses, 
solve multi-step mathematics problems, conduct science investigations, and demonstrate 
understanding of social studies concepts. 

CTBS/4 Results 

The CTBS/4 was given in the fall and spring of the 1994-1995 school year in grades 
one and three in experimental and matched control schools. Grades one and three were 
chosen to provide longitudinal coverage of all elementary grades while providing an 
overlap, at grade three, within three years. The fall administration provided a pre-test score 
and the spring administration provided a year-one measure. The CTBS/4 was again given 
to these same children in the spring of 1996 when they were in second and fourth grade 
and in the spring of 1997 when they were third and fifth graders. The data summarized in 
this report are based on the gains made by these students from the first test in the fall of 
1994 to the spring test of 1997. 

Results of the reading comprehension subtest of the CTBS/4 are presented in this 
section. We have also been tracking changes in the CTBS/4 mathematics concepts and 
applications subtest. We did not include any analysis of the mathematics results in this 
section because the Core schools did not change their mathematics curricula as a result of 
the Core Knowledge implementation. However, for informational purposes only, the 
mathematics results are presented in the Appendix. 

It would be preferable to use multi-level modeling (Bryk, Raudenbush, & Congdon, 
1994) for performing quantitative statistical analyses on this data set. However, this option 
is implausible because only five, and in some instances four, schools are available for 
analysis. Therefore, the statistical analyses reported in the following section will use the 
student as the level of analysis. Analyses will examine spring 1997 test scores, with fall 
1 994 measures on the same instruments as co-variates. 

As can be seen in Table 6, school-level changes from fall of first grade to spring of 
third-grade in CTBS/4 Reading Comprehension exhibited a net mean gain of 4.8 NCEs 3 at 
the five Core Knowledge schools. The size of the change varied greatly among the five 



3 The Normal Curve Equivalent, or NCE, scale is an equal distribution scale with a mean of 50 and a 
standard deviation of 2 1 .06. NCE scores are equal to percentiles at the first, fiftieth, and ninth-ninth 
percentiles. 
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Core Knowledge sites and among the five control schools. The Core Knowledge schools 
produced greater gains than their matched control schools in four of five cases. However, 
the difference in gains so greatly favored the control school in Pair E (the site at which 
teachers reported the lowest levels of Core implementation) that the whole-group mean 
increase was lower for Core Knowledge than for control schools (+4.8 NCEs versus +6.4 
NCEs). 



Table 6 

Average NCE gains in CTBS Reading Comprehension for students 
moving from first through third grade 





Pair A 


Pair B 


Pair C 


Pair D 


Pair E 


Mean School 
Change 


Mean School 
Change Without % 
Pair E 


Core Knowledge 


8.2 


5.2 


13.8 


5.2 


-8.4 


4.8 


8.1 


Control 


5.6 


-3.6 


12.0 


2.7 


15.6 


6.4 


4.2 



At grade five, the CTBS/4 results were also uneven. Table 7 indicates that, on 
average, the Core Knowledge schools produced somewhat higher gains in reading than did 
control schools (+0.4 NCE gain vs. -2.2) with four of five matched comparisons favoring 
Core Knowledge schools. When the lowest implementation contrast (Pair E) was 
eliminated from the group mean, the difference between Core Knowledge and control 
schools nearly disappeared (.8 for Core schools and -.7 for control schools). 



Table 7 

Average NCE gains in CTBS Reading Comprehension for students 
moving from third through fifth grade 





Pair A 


Pair B 


Pair C 


Pair D 


Pair E 


j 

Mean School 
Change 


Mean School \ 
■ Change Without i 
Pair E i 


Core Knowledge 


- 7.2 


3.3 


3.2 


3.7 


-0.8 


0.4 


0.6 


Control 


-1.8 


0.1 


1.7 


- 2.7 


-8.5 


-2.2 


- 0.7 
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Results from the Maryland School Performance Assessment Program 
(MSPAP) 

In The Schools We Need & Why We Don ’t Have Them, Hirsch (1996) wrote that his 
“interest in and sympathy for the idea [of performance-based assessments] are of long 
standing.” Hirsch has long advocated for the use of such tests (Hirsch, 1977). In the 1970s 
and 1980s, he performed research on and conducted experiments with performance-based 
writing tests. His studies and the work of others led him to revise his opinion about this 
method of assessment. While Hirsch states that he continues to believe that such tests have 
some advantages, he writes that “The best uses of performance tests are as lower-stakes 
‘formative’ tests, which help serve the goals of teaching and learning within the context of 
a single course of study” (1977, p. 263). He no longer believes “that such an approach to 
large-scale assessment could possibly be accurate, fair, and reasonable in cost” (1977, p. 
183). 

Hirsch’ s views apparently are not shared by the Maryland State Department of 
Education. MSPAP is a high-stakes test. The scores are used as a measure of schools, and 
by implication, the professionals working in them. 

In year three of the study, both of the cohorts being followed were in grades tested by 
MSPAP (i.e., grades three and five). While the data are presented as “change” data, the 
change is in school-level scores, not the more clearly relevant change in students over time. 
Because individual student scores are not available for MSPAP, we are not able to 
distinguish between students who have been in the Maryland Core Knowledge or control 
schools from the beginning of the implementation and those students new to the schools. 
This limitation requires us to assume that non-longitudinal students’ parents chose to bring 
their children to the experimental (Core) and control schools for reasons independent of the 
ongoing Core Knowledge implementation. Our observations over three years consistently 
have been that virtually all new-to-the-schools parents did not know that their children’s 
new schools were (or were not) Core Knowledge schools until after they had enrolled. 
Therefore, we believe that the threat posed to the validity of MSPAP findings is minimal. 
In this context MSPAP becomes a conservative test of the effects of the Core curriculum. 
Presumably it would be more difficult to show effects on measures that include students 
who did not receive the full treatment. 

The scores from the 1994 MSPAP administration are used as a pre-Core - 
implementation measure. In this report, the pre-Core scores are compared with the 1997 

(end of third year) test results. As can be seen in Table 8, Column 4, from 1994 to 1997 in 

/ 

third grade the average Maryland school achieved net gains in the percentage of students 
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scoring at or above the “satisfactory” level on MSPAP. The state-wide school-mean 
percentages increased in all six MSPAP areas. The range of the three-year increases was 
from +3.4% in social studies to 15.3% in language usage. Data in Columns 3 and 5 
indicate that over the same three years, the five schools that were chosen as best available 
within-district demographic matches to the Core Knowledge schools posted gains in all six 
MSPAP areas. In five of six areas, the sizes of the gains were approximately the same as 
the state gains. 4 In one area, science, the controls substantially outgained the state’s 
average gain (7.6% vs. 3.4%, or a 4.2% difference). In no area did the control schools 
produce substantially lower MSPAP gains than did the average Maryland school. 

Table 8 

Mean change from 1994 to 1997 in percentages of third-grade students 
obtaining scores of “satisfactory” or higher on the six subtests of MSPAP: Five Core 
Knowledge schools and five control schools versus Maryland state averages 





Change from 1994 to 1997 


Change Difference in Schools in Study 
and All Maryland Schools 


Subtest 


5 Core 
Schools 


5 Control 
Schools 


All 

Maryland 

Schools 


Control Gain 
Relative to 
All Maryland 


Core Gain 
Relative to 
Control 


Core Gain 
Relative to 
All Maryland 


Column 1 


Column 2 


Column 3 


Column 4 


Column 5 


Column 6 


Column 7 


Reading 


+ 14.8 


+9.2 


+6.2 


+3.0 


+5.6 


+8.6 


Math 


+ 13.4 


+8.6 


+7.5 


+ 1.1 


+4.8 


+5.9 


Social Studies 


+8.6 


+3.3 


+3.4 


-0.1 


+5.3 


+5.2 


Science 


+8.5 


+7.6 


+3.4 


+4.2 


. +.9 


+5.1 


Writing 


+ 15.3 


+7.8 


+4.8 


+3.0 


+7.5 


+ 10.5 


Language 


+22.7 


+ 13.5 


+ 15.3 


-1.8 


+9.2 


+7.4. 


6 Subtest 
Mean 


+ 13.9 


+8.3 


+6.8 


+ 1.6 


+5.6 


+7.1 


6 Subtest 
Mean without 
Pair E 


+ 18.9 


+ 10.5 




+3.7 


+8.4 


+ 12.1 



The evaluation team chose +/- 3.0% as a measure of "approximately the same gain." This is a somewhat 
arbitrary cut-point. For five control schools (approximately 350 students, or 70 third-grade students 
taking MSPAP per school), a 3% difference in rate of gains would represent an approximate, overall 
increase of 10 to 13 students achieving (or failing to achieve) "satisfactory" ratings. 
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Table 8 reveals that, on average, the five Core Knowledge schools also obtained 
higher gains than did the state in all six areas. The largest differential gains relative to all 
state schools were in writing (+10.5), reading (+8.6), and language (+7.4). The average 
Core Knowledge school gains were also higher than the gains made by the control schools. 

The last two rows of Table 8 show the average of all of the subtest gains and the 
average of all subtest gains if Pair E (containing the lowest implementing Core school) 
were excluded from the analysis. The Core schools show even greater gains. When an 
average gain is calculated from all subtests, Core schools outperformed the control schools 
by +5.6 percentages and all Maryland schools by +7.1 percentages. When Pair E is 
excluded, Core schools gained +8.4 percentages over controls and +12.1 over the average 
Maryland school. 

In summary, while there were substantial third-grade differences among Core 
Knowledge schools regarding MSPAP gains, the general Core Knowledge trend was one 
of the gains that clearly exceeded those of the state and of the demographically and 
geographically matched controls. In a fashion somewhat similar to that seen on the 
longitudinal CTBS/4 data, when the one minimally implementing experimental school 
(Pair E) was removed from the analyses, third-grade MSPAP results even more 
dramatically favored the Core Knowledge schools. 

The fifth-grade MSPAP data are shown in Table 9. On average, fifth graders in 
Maryland schools showed gains from 1994 to 1997 in all six categories of MSPAP. The 
highest gains were in social studies (+11.0) and language (+11.8). The control schools 
showed gains in four of the six areas. The only area in which the scores of the control 
schools dropped was in reading (-3.6 percentages). The five Core Knowledge schools 
increased scores in all six subtests, with the lowest gain in writing (+3.8) and the highest 
gain in social studies (+13.7). 

The data in Table 9 also show that the control schools did not outgain the average 
state advances in any subtest. In addition, there was no real differential between the gains 
of the Core schools and schools statewide. On average, the Core schools outgained the 
state in three of six categories but lagged behind in the remaining three. Core schools did, 
however, outgain their controls by +7.1 percentages. 

When the gains made on all six subtests are averaged, the control schools lost ground 
relative to the mean state gain since 1994 by -6.5 percentages. The Core schools neither 
gained nor lost. However, when the scores of the marginally implementing Pair E are 
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excluded from analysis, the control schools’ loss is reduced to -5.4 percentages and the 
reasonably well-implementing Core schools produced a mean gain of +9.5 percentages. 

In summary, fifth-grade MSPAP data reveal some similarities and some differences 
with third-grade data. As was the case on third-grade MSPAP, Core Knowledge schools 
produced greater MSPAP gains than matched control schools in most areas. However, in 
contrast to third grade (where both controls and experimental schools almost universally 
outperformed the state average gains), the control schools’ fifth-grade gains were actually 
below the state average. The net effect was that Core Knowledge schools produced 
approximately the same fifth-grade MSPAP gains as did the average Maryland school. As 
was the case with grade-three analyses, dropping the minimally implementing Core 
Knowledge school from the analysis resulted in increased three-year gains for the Core 
Knowledge schools. As was the case with studies of other reforms (e.g., Crandall et al., 
1982; Stringfield et al., 1997), quality of reform implementation was very important. 



Table 9 

Mean change from 1994 to 1997 in percentages of fifth-grade students 
obtaining scores of “satisfactory” or higher on the six subtests of MSPAP: Five Core 
Knowledge schools and five control schools versus Maryland state averages 





Change from 1994 to 1997 


Change Difference in Schools in Study 
And All Maryland Schools 


Subtest 


5 Core 
Schools 


5 Control 
Schools 


All 

Maryland 

Schools 


Control Gain 
Relative to All 
Maryland 


Core Gain 
Relative to 
Control 


Core Gain 
Relative to 
All Maryland 


Column 1 


Column 2 


Column 3 


Column 4 


Column 5 


Column 6 


Column 6 


Reading 


+4.2 


-3.6 


+5.4 


-9.0 


+7.8 


-1.2 


Math 


+9.9 


0.0 


+6. 1 


-6.1 


+9.9 


+3.8 


Social Studies 


+ 13.7 


+ 1.0 


+ 11.0 


-10.0 


+ 12.7 


+2.7 


Science 


+8.9 


+4.6 


+7.6 


-3.0 


+4.3 


+ 1.3 


Writing 


+3.8 


+5.2 


+6.1 


-0.9 


-1.4 


-2.3 


Language 


+7.6 


+ 1.9 


+ 1 1.8 


-9.9 


+9.5 


-4.2 


6 Subtest 
Mean 


+8.0 


+ 1.5 


+8.0 


-6.5 


+7.1 


0.0 


6 Subtest 
Mean without 
Pair E 


+ 12.1 


+2.6 




-5.4 


+9.5 


+4.1 



Summary 



This report summarizes three years of data on implementation and effects of the Core 
Knowledge curriculum in five Maryland schools. Third-year data indicate that nearly full 
implementation is possible. Level of implementation of specific content has varied by 
school and by school-site-level availability of content-specific resources. In general, the 
presence of an actively involved-in-implementation leader has been critical to 
implementation. The presence and weight of the Maryland School Performance 
Assessment Program, which is not well aligned with Core Knowledge, has affected 
implementation in all schools. Some schools have used Core as one vehicle to teach 
MSPAP-like skills, others have not. 

A Core Knowledge advocate might argue that an increase in the scores on CTBS/4 
and MSPAP would be irrelevant. They might contend that if a student clearly learns 
information in school that is beyond what is traditionally taught, and that student’s scores 
do not drop as a result of participation in Core, then Core participation has exhibited worth 
at no cost on the locally valued measures. (Such an argument would focus attention on the 
value of the Core Knowledge content itself, a focus that the Core Knowledge Foundation 
would probably find laudable.) 

Overall longitudinal gains as measured on the Comprehensive Test of Basic Skills 
have been uneven. Particularly in the first-through-third-grade cohort, gains have tended to 
vary with level of Core Knowledge implementation, with more highly implementing sites 
tending to obtain more positive results. In general, CTBS/4 gains were greater in Core 
Knowledge schools in the area of reading comprehension, an area most plausibly linked to 
Core, than in mathematics, in which schools reported no Core-specific changes. 

Changes in scores from 1994 through 1997 on the third-grade MSPAP strongly favor 
the five Core Knowledge schools over both controls and the state average. As was the case 
with CTBS/4, the removal of the one minimal-implementation site (and matched control) 
from the analyses made the relative gains even greater. 

Core Knowledge schools’ fifth-grade MSPAP gains from 1994 through 1997 were 
greater than those of matched controls, but not substantially different from state average 
gains. Removing the one minimal-implementation site from the analyses moderately 
improved the fifth-grade trends. 

The Core Knowledge schools’ more uniform gains in the first-through-third-grade 
cohort would appear to be consistent with Hirsh’s (1987, 1996) thesis that knowledge must 
build coherently over time. The younger cohort had experienced Core Knowledge curricula 
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since first grade and in Hirsh’s model would be expected to achieve the benefits of 
cumulative gains. 

In the five-school Maryland study, implementation of Core Knowledge was clearly 
demonstrated to be possible. More nearly full implementation was associated with the 
availability and use of common planning time, the care taken to induct new teachers into 
the Core curriculum, success in negotiating any Core/local curriculum conflicts, finding 
ways to use Core Knowledge that were supportive of the state’s student testing program, 
sustaining Core as a priority in the face of competing educational reforms, and continuing 
to acquire adequate resources after each school’s two-year implementation grant expired. 

In only one outcome analysis (first-through-third-grade CTBS/4 reading gains) did 
the majority of Core Knowledge schools fail to meet or exceed control and/or Maryland 
state average gains. In third-through-fifth-grade CTBS/4 reading comprehension and in 
both third and fifth-grade MSPAP analyses, the majority of analyses favored the Core 
Knowledge schools. When the lowest implementing school (and control) were dropped 
from the outcomes analyses, results in all areas favored the Core Knowledge program, and 
the size of the differential effects increased. 

These results indicate that use of the Core Knowledge curriculum can have positive 
effects on student achievement. Given that more positive outcomes were associated with 
moderate to high levels of implementation, the analyses also indicate that Core Knowledge 
is most viable in schools and districts that are likely to be supportive of strong 
implementation. 
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TECHNICAL APPENDICES 

Data from the 

Core Knowledge Teacher Survey 



The Technical Appendices provide detailed information about (1) a teacher survey which was 
sent to each classroom teacher in grades one through five and each art and music teacher in the 
five schools in the Maryland study and (2) the results of the Mathematics Concepts and 
Applications subtest of the CTBS/4. 
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APPENDIX A 



CORE KNOWLEDGE TEACHER SURVEY: 
Methodology and Return Rates 



Appendix A 



Core Knowledge Teacher Survey: 
Methodology and Return Rates 



Surveys containing questions about teachers' experiences preparing for and teaching the Core 
Knowledge curriculum and checklists of Core Knowledge topics, by grade, were prepared for the 
Maryland Core Knowledge study. On April 22, 1997, questionnaires were distributed to 
participating schools. Each regular teacher in grades one through five and each art and music 
teacher received a questionnaire. In May, members of the Johns Hopkins research group visited 
each school to collect the surveys. In three schools the questionnaires (in sealed envelopes) had 
been collected by the school staff and were waiting in the school's office. In two schools a 
Hopkins researcher visited each classroom to gather the forms. 

The overall return rate for all schools and all teachers was 76%. Details are provided in Table A-l which 
lists the return rates by school and grade. 



Table A-l 



Percentage of Questionnaires Returned 
by School and Grade or Subject 



School 


Gr. 1 


Gr. 2 


Gr. 3 


Gr. 4 


Gr. 5 


Art 


Music 


Total 

School 


A 


100% 


100% 


100% 


100% 


50% 


100% 


0% 


83% 


B 


100% 


100% 


100% 


100% 


100% 


100% 


— 


100% 


C 


75% 


50% 


100% 


75% 


75% 


100% 


0% 


73% 


D 


0% 


67% 


100% 


100% 


67% 


— 


100% 


69% 


E 


67% 


33% 


100% 


67% 


50% 


— 


— 


64% 


Total Grade 


69% 


67% 


100% 


86% 


67% 


100% 


25% 


76% 



APPENDIX B 



NUMBER OF TEACHERS WHO TAUGHT SPECIFIC 
CORE KNOWLEDGE TOPICS 
IN THE 1996-97 SCHOOL YEAR 

Grades One through Five 



A survey was sent to each regular classroom teacher in grades one through five and to 
each art and music teacher in the five Core Knowledge schools. Part 2 of the survey 
contained a list of each specific topic in the Core Knowledge Sequence . Teachers were 
requested to indicate which of those topics they had taught or planned to teach during 
the 1996-97 school year. In Appendix B teacher responses, within grade level, are 
presented separately for each content area. 



Grade One 
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Figure Bl-1: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "poems" 



Poem 



"Sing a Song of People," by Lois Lenski 
"Thanksgiving Day," [ by Lydia Maria Child 
“The Purple Cow,” by Gelett Burgess 
“The Owl and the Pussycat,” by Edward Lear 
“My Shadow,” by Robert Louis Stevenson 
"Washington," by Nancy Byrd Turner 
"I Know All the Sounds the Animals Make," by Prelutsky 

"Solomon Grundy" (traditional) 
"Table Manners," by Burgess 
"The Pasture," by Robert Frost 
"Rope Rhyme," by Eloise Greenfield 
“The Frog,” by Hilaire Belloc 
“Hope,” by Langston Hughes 
"The Swing," by Robert Louis Stevenson 
"Wynken, Blynken, and Nod," by Eugene Field 
"A Good Play," by Robert Louis Stevenson 




11 Taught 




Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 





Figure Bl-2: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "sayings and phrases" 



Saying or Phrase 



Wolf in sheep’s clothing 
Practice makes perfect. 
If at first you don't succeed, ... 

Do unto others ... 
An apple a day keeps the doctor away. 

There's no place like home. 

Sour grapes 
The more the merrier 
Let the cat out of the bag 
Hit the nail on the head 
Fish out of water 
Never leave till tomorrow ... 

A.M. and P.M. 
Land of Nod 
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m Taught 




Planned to Teach 




Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher’s responses are not included in this graph because the teacher came mid-year. 
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Figure Bl-3: Number of first-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "stories" 



Storv 



any of “Aesop’s Fables” 
“Pinocchio" 
“Jack and the Beanstalk" 
“Rumpelstiltskin" 
“Rapunzel" 
“The Tale of Peter Rabbit" 
“The Frog Prince" 
“The Pied Piper of Hamelin" 
“Sleeping Beauty" 
“The Princess and the Pea" 
Selections from "The House at Pooh Comer" 
“Why the Owl Has Big Eyes” 
“How Anansi Got Stories from the Sky God" 

“Hansel and Gretel” 
“Puss-in-Boots" 
“It Could Always Be Worse” 
“Tales of Br’er Rabbit” 
“The Boy at the Dike” 
“Medio Pollito” 
“The Knee-High Man” 
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Number of Teachers 



m Taught 




Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 




Figure Bl-4: Number of first-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "language" 



Language Topic 

Making words plural 
Recognizing contractions 
Using end punctuation marks: . ? ! 

Capitalization 
Vowels and consonants 
Recognizing/writing upper and lower case letters 
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Figure Bl-5: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "literature" 



Literature Topic 

Characters, heroes, and heroines 
Drama — audience 
Drama - putting on a play 
Drama — scenery and props 
Drama — actors and actresses 
Drama — costumes 




m Taught 






Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in these content areaa. However, 
one teacher's responses are not included in these graphs because the teacher came mid-year. 
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Figure Bl-6: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "world civilization" 



World Civilization Topic 

Islam 

What is "civilization?" 

Judaism 
Christianity 
Early Africa. 

Pharaohs: Tutankhamen, Hatshepsut 
Ancient Egypt 
Code of Hammurabi (early code of laws) 

Importance of Tigris and Euphrates Rivers 

Babylonia 
Nile River 
Animal gods 
Scientists think humans began there 
Importance of Nile River 
Geography of Mexico 
Development of writing (cuneiform) 

Indian and Spanish heritage 
Mexico 
Mexico City 
Independence Day, September 16 
Mesopotamia: “cradle of civilization" 

Traditions: fiesta, pihata 
Pyramids, mummies, Sphinx 
Sahara Desert 
hieroglyphics 
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^ Taught 




Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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Figure Bl-7: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "American civilization" 



American Civilization Topic 



Pilgrims, Mayflower 
Slavery: Plantations, "the middle passage" 
Jamestown: Captain John Smith, Pocahontas 

Thirteen colonies 
Virginia colony 
Massachusetts colony 
Christopher Columbus 
Washington, D.C. 
Crossing the land bridge 
Earliest Americans 
George Washington 
Hunting and farming 
. - • Current U.S. president 

Louisiana Purchase 
Martha Washington 
Daniel Boone 
Lewis and Clark 
Minutemen and Redcoats 
Declaration of Independence 
Sacajawea 

Concept of Americans wanting independence from Eng. 

Meaning of democracy 
The Boston Tea Party 
Exploration of the West 
Deborah Sampson 
Benjamin Franklin 
Thomas Jefferson 
Phillis Wheatley 
The "shot heard round the world" 
Paul Revere's ride 

Early English Settlers: The Lost Colony, Raleigh, Dare 

The Conquistadors 
American Revolution 
Mayas, Incas, Aztecs 
Early towns and cities 
The Puritans 
Massachusetts Bay Colony 
Symbols and Figures: Liberty Bell, American Flag, Eagle 
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Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 11 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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Figure Bl-8: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "geography" 



Geography Topic 



7 continents 
East, west, north, south 
North and South Poles 
Locate the Appalachian Mountains and Rocky Mountains 

Locate the Mississippi River 
Equator 

Locate Canada, United States, Mexico, Central America 
Major oceans: Pacific, Atlantic, and Indian 
Understanding keys and legends 
Northern and Southern Hemispheres 
Peninsula, harbor, bay, island 
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Figure Bl-9: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "science" 




Science Topic 

Edward Jenner 
Temperature 
Measurement (length and volume) 
Germs, diseases, and preventing illness 
Oceans and undersea life 
Electricity 
Systems of the body 
Matter 
The food chain 
Physical properties of objects 
Classifications of animals 
Thomas Edison 
Habitats 
Rachel Carson 
Astronomy 
Rocks and minerals 
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Number of Teachers 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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Figure Bl-10: Number of first-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "math" 



Math Topic 



Solve basic one-step story and picture problems 
Basic solid figures: sphere, cube, cone 
Basic plane figures: square, rectangle, triangle, circle 
Terms of orientation and relative position 
Identify left and right hand, top, bottom, middle 
Create and interpret simple pictorial and bar graphs 

Use tallies 
Addition 

Identify more and less; use signs < > and = 
Numbers and number sense 
Identify familiar instruments of measurement. 
Recognize patterns and predict the extension 
Recognize and write numbers 0-100 

Subtraction 
Computation 
Patterns and classification 
Money: Penny, nickel, dime, quarter; $ and cents 

Time 

Define a set by the common property of its elements 
In a given set, indicate which item does not belong 
Establish concepts of likeness and difference 
Recognize fractions as part of a whole: 1/2 1/3 1/4 
Place value: ones, tens, hundreds 
Measurement: 
Temperature 
Linear measure 

Counting: by l's, 2's, 5's, 10's; forward & backward 
Congruent shapes and designs 

Solve simple equations in the form of -2 = 7; 

Identify ordinal position, dozen, half-dozen, pair 

Weight 

Geometry 



M- 
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Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. Of those 1 1 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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Figure Bl-11: Number of first-grade or art teachers who taught or planned to teach specific Core 
Knowledge content in the area of "visual arts" 



Visual Arts Topic 



Shape 
Line 
Color 
Elements of Art 
Portrait & Self-portrait: 
Art from long ago: cave paintings, art of Ancient Egypt 

Texture 
Still life 
Kinds of Pictures 
Van Gogh, "Portrait of the Artist" 
American Indian masks 
Whistler, "Arrangement in Black and Gray" 
Georgia O'Keeffe, "Shell" 
Leonardo da Vinci, "Mona Lisa" 

Murals 

Van Gogh, "Sunflowers No. 2," "Irises" 
Cezanne, studies with fruit 
Wassily Kandinsky, "Blue Mountain" 
Jacob Lawrence, "Parade" 
Meret Oppenheim, "Object" 
Norman Rockwell, "Triple Self-Portrait" 
Holbein, "Edward VI as a Child" 
Goya, "Manuel Osorio Manrique de Zunega" 
Edgar Degas, "Little Fourteen- Year-Old Dancer" 
Monet, "Tulips in Holland" 
Recommended works 
Diego Rivera, "The History of Medicine in Mexico" 

Henri Matisse, "The Swan" 
Grant Wood, "Stone City, Iowa" 
Diego Rivera, "Pinata" 
Alma Thomas, "Iris, Tulips, Jonquils and Crocuses" 
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m Taught 




Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. There were a total of 3 art teachers in the schools surveyed, all of whom returned 
questionnaires. Of the 1 1 first-grade teachers, 3 reported teaching visual arts content. 



Figure Bl-12: Number of first-grade or music teachers who taught or planned to teach specific Core 
Knowledge content in the area of "music" 



Music Topic 







Yankee Doodle 
Music can tell a story: narratives and operas 
Classical music & composers 
, Tchaikovsky's ballets 

Expression: Rhythm, melody, harmony, tone, etc. 

Frere Jacques 
Paul Dukas, The Sorcerer's Apprentice 
Orchestra: conductor, families of instruments 

Serge Prokofiev, Peter and the Wolf JSSSSSSS 
Ballet, modem dance 
America 
Billy Boy 
Blow the Man Down 
Down by the Riverside 
Down in the Valley 
Dry Bones 

Edvard Grieg, Peer Gynt Suite No. 1 
For He's a Jolly Good Fellow 
Humperdinck, Hansel and Gretel 
J. S. Bach, Jesu, Joy of Man's Desiring 
Jazz: African roots, improvising, ragtime piano 
Louis Armstrong, "St. Luis Blues," "Potato Head Blues" 

Michael, Row the Boat Ashore 
Mozart, "Magic Flute 
Mozart, Ah! Vous Dirai-je Maman 
Oh, Susanna 
On Top of Old Smokey 
Scott Joplin, "The Entertainer" 

She'll Be Cornin' 'Round the Mountain 
Skip to my Lou 
Take me out to the Ball Game 
The Fox Went Out on a Chilly Night 
There's a Hole in the Bucket 
When the Saints go Marching In 
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Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 16 first-grade teachers in the schools surveyed, 1 1 of whom returned 
questionnaires. There were a total of 4 music teachers in the schools surveyed, 1 of whom returned 
questionnaires. Of the 1 1 first-grade teachers, 2 reported teaching music content. 
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FIGURE B2.1 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "poems" 



Poem 



"Hurt No Living Thing," by Christina Rossetti 
"The Night Before Christmas," by Clement Clark Moore 
"Who Has Seen the Wind?" by Christina Rossetti 
"Lincoln," by Nancy Byrd Turner 
"Smart," by Shel Silverstein 
"Something Told the Wild Geese," Rachel Field 
"Caterpillars," by Aileen Fisher 
"There Was an Old Man with a Beard," by Edward Lear 
"Windy Nights," by Robert Louis Stevenson 
"The Spider and the Fly," by Mary Howitt 
"Bee! I'm expecting you," by Emily Dickinson 
"Rudolph is Tired of the City," by Gwendolyn Brooks 
"Bed in Summer," by Robert Louis Stevenson 
"Seashell," by Federico Garcia Lorca 
"Harriet Tubman," by Eloise Greenfield 
"Discovery," by Harry Behn 
"Buffalo Dusk," by Carl Sandburg 
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11 Taught 




Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.2 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "sayings and phrases" 



Saving or Phrase 



Practice what you preach. 
Better late than never 
Two heads are better than one. 
Don't judge a book by its cover. 
You can't teach an old dog new tricks. 

Easier said than done 
Don't cry over spilled milk. 
Where there's a will there's a way. 

Turn over a new leaf. 
Eaten out of house and home 
Keep your fingers crossed. 

Cold feet 

Get up on the wrong side of the bed 
Get a taste of your own medicine 
Back to the drawing board 
In hot water 
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11 Taught 




Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 



O 

ERIC 



B-18 



62 



FIGURE B2.3 Number of second-grade teachers who taught or planned to teach specific 
Core Knowledge content in the area of "stories" 



Story 



"Peter Pan," by James M. Barrie 
Paul Bunyan 

Johnny Appleseed (review from Kindergarten) 
"A Christmas Carol," by Charles Dickens 

John Henry 

"The Emperor's New Clothes," by H.C. Andersen 

Pecos Bill 

"The Fisherman and His Wife," by the Brothers Grimm 
"The Magic Paintbrush," a tale from China 
"From Tiger to Anansi," West Indian folk tale 
"The Tiger, the Brahman, and the Jackal," Indian folk tale 
"How the Camel Got His Hump," by Rudyard Kipling 
"Iktomi stories" (i.e. "Iktomi Lost His Eyes") 
Casey Jones (review from Kindergarten) 
American tall tales 
“Beauty and the Beast” 
"Charlotte's Web," by E.B. White 
"The Blind Men and the Elephant," Indian fable 
"El Pajaro Cu," a Hispanic folk tale 
"The Crane Wife," "The Tongue-Cut Sparrow," from Japan 

"Talk," a West Indian folk tale 




m Taught 




Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 



FIGURE B2.4 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mythology" 



Mythology Topic 

Dionysus (Bacchus) 
Athena (Minerva) 
Ares (Mars) 
Apollo 
Mount Olympus 
Zeus (Jupiter) 
Poseidon (Neptune) 
Hades (Pluto) 
Hermes (Mercury) 
Hera (Juno) 
Hephaestus (Vulcan) 
Eros (Cupid) 
Aphrodite (Venus) 
Gods of Ancient Greece (and Rome) 
Hercules (Heracles) and the Labors of Hercules 

Arachne the Weaver 
Prometheus 
Theseus and the Minotaur 
Daedelus and Icarus 
Oedipus and the Sphinx 
Pan 

Pandora's Box 
Greek myths 
Demeter and Persephone 
Atlas 
Pegasus 

The story of the Trojan Horse 
Odysseus and the Cyclops 
Mythological creatures and characters 

centaurs 

The story of swift-footed Atalanta 

Cerberus 











































































Number of Teachers 



£ Taught 




Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.5 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "language” 



Language Topic 



Recognizing words that can be divided into syllables, etc. 



Prefixes and suffixes 



Countries, cities, states, landmarks 



Concept of complete sentence; practice writing 



Titles of books, stories, poems 



Capitalization 



Antonyms and synonyms 



First word of sentence 



Parts of speech: nouns and verbs 



Months and days of the week 



Abbreviations 





1234567 8 9 

Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.6 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "literature" 



Literature Topic 



What is a tall tale? 
What is a myth? 
Limericks 
Theater, stage, act, scene 
Play, playwright 
Comedy and tragedy 
Drama 
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Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.7 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "world civilization" 



World Civilization Topic 



Chinese New Year 
Buddhism 
Inventions^! 



Importance of silk 
China 

Qin Dynasty, Great Wall of China J 
Indus River and Ganges River 
Hinduism 
Caste system 
Flag 

Ancestor worship 
Confucius 
Big modem cities 
Sayonara 
India 

Worship of gods and goddesses 
Olympic games 
Ancient Greece 
Japan 

Traditional costume: kimono 
Traditional craft: origami 
Persian Wars: Marathon and Thermopylae 

Alexander the Great 
Sparta 

Crete and King Minos 
Athens as a city-state 
Great thinkers: Socrates, Plato, and Aristotle 

Shogatsu 
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Taught 



3X3 



^ Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.8 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "American civilization" 

American Civilization Topic 




Routes west; Oregon Trail 
U. S. flag; 
Pioneers head west 
The Pony Express 
President Abraham Lincoln 
Harriet Tubman 

New means and routes of travel; Robert Fulton, etc. 

Westward expansion 
Old Ironsides 

British impressment of American sailors 
"The Star-Spangled Banner," Fort McHenry, etc. 
American government; the Constitution 
James Madison, government by consent of governed 
Basic purposes of the American government 

The Civil War 

Northern v. Southern states: Yankees and Rebels 
Emancipation Proclamation 
Controversy over slavery 
Asian countries 
Native Americans 
War of 1812; 

Ireland, Germany, southern and eastern Europe 
Ellis Island; Statue of Liberty 
Immigrants settle in major cities 
Lincoln Memorial 
Waves of immigrants from 1830 onward 
James Madison and Dolley Madison 
Effect of near extermination of buffalo 
Idea of citizenship 

Immigrants; why did people leave their home countries? 

Forced removal to reservations, "Trail of Tears" 
Immigration, cities, and citizenship 
Women's rights and roles, e.g., Clara Barton 
Battle of New Orleans, Andrew Jackson 
Land of opportunity" and "e pluribus unum 
British bum the White House and Capitol 
Sequoyan and Cherokee alphabet 
Ulysses S. Grant and Robert E. Lee 

Civil rights 

Equality regardless of color, e.g., Mary McLeod Bethune 
Battle of Lake Erie, Captain Oliver Hazard Perry 
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Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, 9 were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 







FIGURE B2.9 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "geography" 

Geography Topic 

North America: Canada, Unites States, Mexico 
China: Huang He "Yellow" and Yangtze Rivers 
The United States, e.g., 50 states, Great Lakes 

Asia 

India: Indus River and Ganges River 
Locate Russia, China, India, Japan, Korea, Vietnam 

South America 
Central America 
Japan 
Americas 

Features and terms: e.g., horizon, coast, boundary 

Ancient Greece 
Caribbean Sea and islands 
Sparta and Athens 
Crete 

Mediterranean Sea and Aegean Sea 



^ Taught 

Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 




FIGURE B2.10 Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "science" 



Science Topic 



Taking care of the body: a healthy diet 
The digestive and excretory systems 

Cells 
Clouds 

The four seasons and earth's orbit around the sun 

Winds 

Components, e.g., lever, pulley, wheel-and-axle 
Distinguishing characteristics 
Identification of common insects 
Social insects 
Life cycles 

Two types of animals: cold-blooded and warm-blooded 
Insects can be helpful and harmful J 
Reproduction in plants and animals 
The water cycle 
Weather 
The Human Body 
Tools and simple machines 
Earliest tools 
Friction J 
Insects 
Iron and lodestones 
Magnetism 
Magnetic poles and fields 
Law of magnetic attraction 
Elijah McCoy 
Life cycles 
Daniel Hale Williams 
Florence Nightingale 
Orienteering 
Anton von Leeuwenhoek 
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^ Taught 






Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher’s responses are not included in this graph because the teacher came mid-year. 
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FIGURE B2.l l 



Number of second-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mathematics" 

Mathematics Topic 



Use tallies 

Simple equations in the form of -9 = 7 



Basic word problems 
Identify even and odd numbers, dozen, half-dozen, pair 
Subtraction, including two-digit and three-digit subtraction 
Addition, including two-digit and three-digit addition 
Count by twos, threes, fives, and tens 
Different combinations of coins = same amount of money 

Time, reading clocks and calendars 
Recognize relative value of 1 0, 50, 100, 250, and dollar 

Count forward and backward 
Fractions: recognize one-half, ... one-tenth 
Create and interpret simple bar graphs 
Identify ordinal position, 1st to 20th 
Recognize and write numbers to 100 
Write amounts of money using $ and 0 and decimal point 

Place value: ones, tens, hundreds 
Order and compare numbers to 1 ,000 using < > and = 
Temperature, in degrees Fahrenheit J 
Basic plane figures: square, rectangle, triangle, circle 

Introduction to multiplication 
Symmetry 

Linear, in feet, inches, and centimeters 

Line segments^! 

Perimeter of squares and rectangles 
Solid figures: sphere, cube, pyramid, cone, cylinder 
Congruent shapes and designs 
Lines: horizontal, vertical, perpendicular, parallel 

Numbers and number sense 
Computation 
Money 
Measurement 
Round to the nearest ten J 
Geometry 
Weight, in pounds 
Capacity, in cups, pints, quarts, and gallons 




0 






■55 













































3 4 5 6 

Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. Of those 10 teachers, all were responsible for teaching in this content area. However, 
one teacher's responses are not included in this graph because the teacher came mid-year. 





FIGURE B2.12 Number of second-grade or art teachers who taught or planned to teach specific Core 
Knowledge content in the area of "visual arts" 



Visual Arts Topic 



Color, texture, and shape 
Art of Japan 
Landscape 
Kinds and qualities of lines 
Shape, mass, and line in sculpture 
Van Gogh, "The Starry Night" 

Representationalism and abstraction 
How lines and shapes indicate movement 

The Parthenon 
Portrait and self-portrait; still life 
Line in architecture 
Great Stupa 

Hokusai, "The Great Wave at Kanagawa Nami-Ura" 

Line 

John James Audobon's paintings of birds 
Art of Ancient Greece 
James Pollock, "Painting- 1948" or "Composition" 

Himeji Castle 
The Guggenheim Museum 
Miro, "People and Dog in the Sun" 

The Discus Thrower" and "Venus de Milo 
Helen Frankenthaler, "Blue Atmosphere" 

Rodin, "The Thinker" 

Paul Klee, "Cat and Bird" 

Brancusi, "Bird in Space” 

Line and shape 
Architecture 
Matisse, "The Snail" 

Albrecht Durer, "Young Hare" 

Ando Hiroshige, "Rain at Shino" 

Blackbear Bosin, "Prairie Fire" 

Brancusi, "Bird in Space" 

Chagall, "I and the Village" 

El Greco, "View of Toledo" 

Henri Rousseau, "Virgin Forest" 

Marcel Duchamp, "Nude Descending a Staircase No. 2” 

Pablo Picasso, "Bull's Head" 

Picasso, "A Mother Holding a Child ..." 

Thomas Cole, "The Oxbow 
Wu-Wei, "Flying Horse" 

0 1 2 3 4 5 

Number of Teachers 





Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. There were a total of 3 art teachers in the schools surveyed, all of whom returned 
questionnaires. Of the 10 second-grade teachers, 2 reported teaching visual arts content. 
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FIGURE B2.13 Number of second-grade or music teachers who taught or planned to teach specific 
Core Knowledge content in the area of "music" 



Music Topic 




Discriminate between fast and slow, loud and quiet, etc._ 
Echo short rhythms and melodic patterns _ 
Git Along Little Doggies _ 
Good Bye Old Faint _ 
Home on the Range _ 
I've Been Working on the Railroad _ 

John Henry_ 

John Philips Sousa, Stars and Stripes Forever_ 
Mendelssohn, Rondo from Violin Concerto in E minor H 

Old Dan Tucker 

Play simple rhythms and melodies _ 
Recognize steady beat, accents, the downbeat, etc._ 
Recognize timbre, like and unlike phrases, etc._ 
Review families of instruments 
Sing the C major scale using "do re mi" etc. 
Sing unaccompanied, accompanied, and in unison _ 

Swing Low Sweet Chariot_ 
The Erie Canal _ 
This Land is your Land_ 
Understand notation, e.g., treble clef, quarter note_ 

Vivaldi, The Four Seasons_ 
Aaron Copland, "Hoe Down" from Rodeo-Ballet Suite_ 
Aaron Copland, Fanfare for the Common Man_ 

African drumming _ 
America _ 
Auld Lang Syne_ 
Beethoven, Symphony No. 6 
Buffalo Gals 
Carlos Chavez, Toccata for Percussion _ 
Chopin, "Minute" Waltz_ 
Claude Debussy, "Iberia: Par les rues et les chemins" -l 

Clementine 
Cockles and Mussels 
Cornin' Through the Rye_ 
Follow the Drinking Gourd_ 
Igor Stravinsky, Petrouchka, "Tableau I:"_ 
J. S. Bach, "Minuet in G major, Prelude No. I in C major" _ 
J. S. Bach, Toccata and Fugue in D minor_ 
Latin-American music with percussion 

Locn Lomond 

Mendelssohn, "Spring Song" from Songs without Words _ 
Mozart, Alla turca from "Piano Sonata K. 331"_ 

Polly Wolly Doodle _ 
Red River Valley_ 
Rimsky-Korsakov, Flight of the Bumblebee" 
Saint-Saens, "Symphony No. 3"_ 
Saint-Saens: "The Swan" ana "Elephants" _ 
Selections from Gioacchino Rossini, La Cenerentola 

Shenandoah 
Shubert, Moments Musicaus No. 3 
Sometimes I Feel Like a Motherless Child 
Sweet Betsy from Pike_ 
The Star Spangled Banner_ 
The Yellow Rose of Texas_ 
'Tis a Gift to be Simple_ 
Wayfaring Stranger _ 
We Shall Overcome _ 
When Johnny Comes Marching Home_ 
You're in the Army Now 
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Note: There were a total of 15 second-grade teachers in the schools surveyed, 10 of whom returned 
questionnaires. There were a total of 4 music teachers in the schools surveyed, 1 of whom returned 
questionnaires. Of the 10 second-grade teachers, 1 reported teaching music content. 
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Grade Three 
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FIGURE B3.1 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "poems" 

Poem 

Jimmy Jet and his TV Set, by Shel Silverstein 
First Thanksgiving of All, by Nancy Byrd Turner 
By Myself, by Eloise Greenfield 
Trees, by Sergeant Joyce Kilmer 
The Crocodile, by Lewis Carroll 
Dream Variation, by Langston Hughes 
My Country, 'Tis of Thee, by Samuel Francis Smith 

The Bee, by Isaac Watts 
Adventures of Isabel, by Ogden Nash 
Eletelophony, by Laura Richards 
Knoxville, Tennessee, by Nikki Giovanni 
Father William, by Lewis Carroll 
Catch a Little Rhyme, by Eve Merriam 
For want of a nail, the shoe was lost... traditional 

Number of Teachers 




10 12 14 



£ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.2 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "sayings and phrases" 



Saving or Phrase 



Actions speak louder than words. 

Beat around the bush 
Let bygones be bygones. 

Last straw 
Beggars can't be choosers. 
One rotten apple spoils the whole barrel. 

His bark is worse than his bite. 
When in Rome do as the Romans do. 

On its last legs 
Clean bill of health 
A feather in your cap 
The show must go on. 
Cold shoulder 
Rule the roost 
Touch and go 




Number of Teachers 



^ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.3 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "stories" 



Storv 

Aladdin and the Magic Lamp 
Ali Baba and the 40 Thieves 
The Little Match Girl, by Hans Christian Andersen 
The People Who Could Fly (African-American folk tale) 

The Hunting of the Great Bear (Iroquois legend) 

Alice in Wonderland, by Lewis Carroll 

William Tell 

Selections from "Wind in the Willows," by K. Grahame 
The Husband Who Was to Mind the House 

The Open Road 
The River Bank 
Three Words of Wisdom (Mexican folk tale) 

0 2 4 6 8 10 12 14 

Number of Teachers 




m Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 




B-35 



77 



FIGURE B3.4 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mythology" 



Mvths and Mythical Characters 



Myths and Legends of Ancient Greece and Rome 

Cupid and Psyche 
Norse Mythology 
Androcles and the Lion 
Norse gods and English names for days of the week 

Thor 

Jason and the Golden Fleece 

Odin 

Valhalla 

trolls 

Perseus and Medusa 
Hel (underworld) 
Asgard (home of the gods) 
Damon and Pythias 
Sword of Damocles 
Horatius at the Bridge 




8 10 12 14 



Number of Teachers 



m Taught Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 




FIGURE B3.5 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "language'' 



Language Topic 



Adjectives 
Writing complete sentences 
Letter writing: date, salutation, body, closing, signature 
Identifying subject and predicate 
Sentences 
Pronouns 

Dates, city and state, titles of books 

Punctuation 

Verbs; helping verbs and subject-verb agreement 

Nouns 
Parts of speech 
Homonyms 

Types: declarative, exclamatory, interrogative, etc. 

Conjunctions 

Articles 

Recognizing parentheses and how they are used 




Number of Teachers 



FIGURE B3.6 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "literature" 

Literature Topic 



Fiction and non-fiction: definition and examples 
Biography and autobiography: definition and examples 

0 2 4 6 8 10 12 14 

Number of Teachers 




^ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.7 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "world civilization" 



World Civilization Topic 

A.D./B.C.; B.C.E./C.E. 

Worship of gods and goddesses 
Latin as the language of Rome 
The "decline and fall" of Rome 
The Republic: Senate, Patricians, Plebians 

Ancient Rome 

Life in the Roman Empire, Forum, roads, bridges, etc. 

Christianity under the Roman empire 
Romulus and Remus 
Routes of early traders 
Geography or ancient Rome 
Mediterranean region 
Punic Wars: Carthage, Hannibal 
The Empire, inch Julius Caesar and Augustus Caesar 
The Eastern Roman Empire: Byzantine Civilization 

Eruption of Mt. Vesuvius 
The rise of the Eastern Roman Empire 

Constantinople 
Constantine 
The reign of Justinian 

0 2 4 6 8 10 12 14 

Number of Teachers 




^ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.8 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "American civilization" 

Americal Civilization Topic 



Native Americans in the Southwest 
Geography: Canada, St. Lawrence R., Great Lakes 
The explorers and their routes 
Search for the Northwest Passage 
Geography: Florida, Caribbean; American Southwest 

American Southwest 
Florida 

Early Spanish exploration and settlement 
Geography: Scandinavia, Greenland, Canada, etc. 

Eric the Red and Leif Ericson 
Viking exploration 
Early exploration of North America 
The Earliest Americans 
Eastern "Woodland" Indians 
Review from the first grade: the land bridge, etc. 

Amerigo Vespucci 
What is a colony; why do countries establish colonies? 

The 13 colonies 
Virginia 
Massachusetts 

The 3 regions: New England, Middle Atlantic, Southern 

Maryland 
South Carolina 
Pennsylvania 
New York 
Rhode Island 
Georgia 
Slavery in the colonies 
Geography of the 13 colonies 

0 2 4 6 8 10 12 14 

Number of Teachers 




^ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.9 Number of third-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "geography" 



Geography Topic 



Rivers of the world, including terms 
Hudson Bay, St. Lawrence River 
Geographical features and terms: delta, isthmus, etc. 

Spatial sense 

Measure straight-line distances using a bar scale 
Africa: Nile, Niger, Zaire 
Use an atlas 
Review topics from grades 1 and 2 
South America: Amazon, Parana, Orinoco 
North America: Mississippi, Mackenzie, Yukon 
Asia: Ob, Huang He ("Yellow"), Yangtze, Ganges, Indus 

Europe: Volga, Danube, Rhine 
Australia: Murray-Darling 
Canada 

Rocky Mountains and Canadian Shield 
French and British heritage 
Provinces and cities 




0 2 4 6 8 10 12 14 



Number of Teachers 



Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.10 Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "science" 



Skeletal system 
Gravity 
The human body 
Hearing 
Vision 
Nervous system 
Muscular system 
Ecology 
Our solar system 
Invertebrates 
Classification of animals 
Vertebrates 
Reflection 
Optics 
Spectrum 

Science Topic Light 

Lenses 

Sound 
Astronomy 
The "Big Bang" 
Planetary motion: orbit and rotation 
Exploration of space 
The universe 

Galaxies: Milky Way and Andromeda 
Measures to protect the environment 
Man-made threats to the environment 

Food 
Human voice 
Basic physical phenomena of sound 
Sound and how the human ear works 

Ecosystems 
Stars and constellations 
Eclipse 
Asteroids, meteors 
Mae Jemison 
John Muir 
Copernicus 
Alexander Graham Bell 
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Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 




























FIGURE B3.ll 



Number of third-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mathematics ' 1 



Count by twos, threes, fives, and tens_ 
Order and compare numbers to 999,999 using < > =_ 
Place value up to hundred-thousands_ 
Read and write numbers up to six digits_ 
Numbers and number sense 
Dividing by 0 or 1]J 

Mathematics Topic Division 

Time 

Solve word problems^ 
Mastery of basic +, -, x, ,and + facts _ 
Subtraction: with and without regrouping 

Computation^ 

Solve equations in the form of x 9 = 63; 

Identify ordinal position, 1st to 1 00th ^ 

Measurement 

Solve two-step word problems_ 
Money: Write amounts of money, makechange_ 

Weight_ 

Multiplication_ 

Create and interpret bar graphs and line graphs_ 
Multiply two whole numbers _ 
Round to the nearest ten, to the nearest hundred 

Lines and line segments J 
Linear 

Compute area J 

Congruent figures, line of symmetry, symmetric figures J 

Geometry 

Addition: with and without regrouping_ 
Identify numerator and denominator _ 
Solid figures: sphere, cube, rectangular solid, etc._ 

Fractions to one-tenth 
Capacity J 
Polygons J 
Angles 

Mentally estimating a sum, a difference, or a product J 
Equivalent fractions (for example, 1/2 = 3/6) J 

Temperature 
Mixed numbers 
Introduce the concept of negative numbers 
Solve problems with more than one operation J 

Remainders 

Decimals: read and write decimals to the hundredths 
Identify Roman numerals from 1 to 20H 
Divide 2- and 3-digit dividends by 1 -digit divisors_ 
Identify perfect squares and squares roots to 100 
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Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. Of those 14 teachers, all were responsible for teaching in this content area. 
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FIGURE B3.12 Number of third-grade or art teachers who taught or planned to teach specific Core 
Knowledge content in the area of "visual arts" 



Color, line, shape, texture 
Design 

Two-dimensional and three-dimensional 

Space 

From two-dimensional to three-dimensional shapes 
Pattern: repetition, rhythm, movement 
Light: how artists use light and shadow 
Navajo (Dine) blankets and rugs 
Creating an illusion of depth 
Figure and ground 
Art of ancient Rome 
American Indian art 
How design affects our emotions 
How design can convey an idea or tell a story 
Rembrandt Van Rijm, "Man with Helmet" 

Balance 
American Indian masks 
Edvard Munch, "The Scream" 
Matisse cut-outs, such as "Icarus" and "La Negresse" 

Byzantine mosaics 
Johanes Vermeer, "Milkmaid" 
Art of Byzantine civilization 
Mary Cassatt, "The Bath" 
Edward Hicks, "The Peaceable Kingdom" 
Paintings by M. C. Escher 
Early American quilts 
The Pantheon 

Visual Arts Topic Trajan's Column 

Kachina dolls 
Arches of Triumph 
Jean Millet, "The Gleaners" 
Henry Tanner, "The Banjo Lesson" 
Le Pont du Gard 
Navajo (Dine) sand paintings 
Salvador Dali, "The Persistence of Memory" 
Bruegel, "Peasant Wedding" 
Faith Ringgold, "Tar Beach" 
Charles Demuth, "I Saw the Figure 5 in Gold" 
Rosa Bonheur, "The Horse Fair" 
Horace Pippin, "Victorian Interior" 
Hagia Sophia 
James Chapin, "Ruby Green Singing" 
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m Taught 




Planned to Teach 



0 



2 3 4 5 6 7 8 

Number of Teachers 



9 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. There were a total of 3 art teachers in the schools surveyed, all of whom returned 
questionnaires. Of the 14 third-grade teachers, 6 reported teaching visual arts content. 
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FIGURE B3.13 Number of third-grade or music teachers who taught or planned to teach specific Core 
Knowledge content in the area of "music" 



Discriminate between fast and slow, loud and quiet, etc. 

Expression 

The orchestra: review families of instruments 
Prokofiev, Peter and the Wolf, the duck's theme 
Understand musical notation, e.g., treble clef, quarter note 
Tchaikovsky, "Tea: Chinese Dance" from The Nutcracker 
Recognize a steady beat, accents, downbeat, and short and long sounds 

Echo short rhythms and melodic patterns 
Recognize harmony, verse and refrain, theme and variations, etc. 

Sing unaccompanied, accompanied, and in unison 
Mozart, Horn Concerto No. 1 in D major, K, 412, first movement 
Beethoven, Symphony No. 9, last movement: "Ode to Joy" 
Nicolai Rimsky-Korsakov, Scheherazade 
Beethoven, Symphony No. 5, first movement 
Debussy, Prelude to the Afternoon of a Faun 
Music Topic Timbre and phrasing 

Mozart, Clarinet Concerto, first movement 
Rossini, William Tell Overture, finale 
Review names of musical notes, scale as a series of notes 
Gilbert and Sullivan, The Pirates of Penzance 
George Gershwin, opening of Rhapsody in Blue 
Richard Wagner, "The Ride of the Valkyries" 
John Philip Sousa, Stars and Stripes Forever 
Aaron Copland, "Simple Gifts" from Appalachian Spring 
Dvorak, Symphony No. 9: "New World," second movement 
Saint-Saens, "Bacchanale" from Samson and Delilah 
Gustav Holst, selections from The Planets 
Meredith Willson, "76 Trombones" from The Music Man 




2 3 4 

Number of Teachers 



£[ Taught 




Planned to Teach 



Note: There were a total of 14 third-grade teachers in the schools surveyed, all of whom returned 
questionnaires. There were a total of 4 music teachers in the schools surveyed, 1 of whom returned 
questionnaires. Of the 14 third-grade teachers, 4 reported teaching visual arts content. 
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Grade Four 



FIGURE B4.1 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "poems" 



Poem 



“Paul Revere’ s Ride,” by Henry Wadsworth Longfellow 

“The Fog,” by Carl Sandburg 
“Clarence,” by Shel Silverstein 
“Monday’s Child is Fair of Face,” traditional 
“Humanity,” by Elma Stuckey 
“Dreams,” by Langston Hughes 
“The Rhinoceros,” by Ogden Nash 
“A Tragic Story,” by William Makepeace Thackeray 
“Life Doesn’t Frighten Me,” by Maya Angelou 
“The Pobble Who Has No Toes,” by Edward Lear 
“the drum,” by Nikki Giovanni 
“Things,” by Eloise Greenfield 
“Clouds,” by Christina Rossetti 
“Afternoon on a Hill,” by Edna St. Vincent Millay 
“George Washington,” by R. and Stephen Vincent Benet 
“Concord Hymn,” by Ralph Waldo Emerson 
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Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in this content area. 
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FIGURE B4.2 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "sayfngs and phrases" 






Don't put all your eggs in one basket. 
Don’t count your chickens before they hatch. 

Beauty is only skin deep. 
You can lead a horse to water, but you can’t make it drink. 

An ounce of prevention is worth a pound of cure. 

Birds of a feather flock together. 
Two wrongs don’t make a right. 

Blow hot and cold 
RSVPJ 

Bury the hatchet 
When it rains, it pours. J 
Half a loaf is better than none. 
Make hay while the sun shines. 
Money burning a hole in your pocket 
Haste makes waste. 
Bull in a china shop 
Saying or Phrase Timbuktu 

Make ends meet 
Through thick and thin 
The bigger they are, the harder they fall. 
Laugh and the world laughs with you. 
Lightening never strikes in the same place. 

Can’t hold a candle to... 

Break the ice 
As the crow flies 
On the warpath 
Go to pot 
Seeing is believing. 
Once in a blue moon 
One picture is worth a 1000 words. 

Live and let live. 
Shipshape 
Run-of-the-mill 
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10 



12 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 1 2 teachers, all were responsible for teaching in this content area. 












FIGURE B4.3 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "stories" 



Storv 



“Robin Hood,” traditional 
“The Legend of Sleepy Hollow,” by Washington Irving 
“Rip Van Winkle,” by Washington Irving 
“St. George and the Dragon” 
“Treasure Island,” by Robert Louis Stevenson 
Patrick Henry: "Give me liberty or give me death 
“Robinson Crusoe,” by Daniel Defoe 
Stories from “Gulliver’s Travels,” by Jonathan Swift 
“The Magic Brocade,” Chinese folk tale 
“The Fire on the Mountain,” Ethiopian folk tale 
“Pollyanna,” by Eleanor Porter 
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12 



FIGURE B4.4 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "speeches" 



Speech 

Patrick Henry: "Give me liberty or give me death 
Sojourner Truth: "Ain't I a Woman? 




^ Taught 




Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in these content areas. 



FIGURE B4.5 Number of fourth-grade teachers who taught or planned to teach Core Knowledge 
content in the area of "literature'' 



Literature Topic 



Fiction terms: novel, short story, plot, setting 
Poetry terms: stanza and line 
Articles, pronouns, and conjunctions 




Number of Teachers 



FIGURE B4.6 Number of fourth-grade teachers who taught or planned to teach Core Knowledge 
content in the area of "myths and mythical characters" 



Mvth or Mythical Character 

Sword in the Stone (Excalibur) 
Guinevere 
Sir Lancelot 

Legends of King Arthur and the Knights 

Merlin 

How Arthur Became King 
Lady of the Lake 




2 4 6 8 10 12 

Number of Teachers 



Taught Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in these content areas. 
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FIGURE B4.7 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "language" 



Language Topic 



Indenting each new paragraph 
Developing an idea or topic 
Topic sentence 

Nouns, verbs, articles, pronouns, conjunctions 

Parts of speech 
Punctuation 
Paragraph development 
Apostrophes to show possessiveness & contractions 

Main idea 
Commas used in a series 
Regular and irregular verbs 
Paragraphs 
Introduction and conclusion 
Writing reports and expository essay 
Underlining or italics for titles or for emphasis 
Adverbs, interjections, and prepositions 
Purpose and audience 
Bibliographies 
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Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in this content area. 



ERIC 






B-51 



FIGURE B4.8 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "world civilization" 



World Civilization Topic 

Feudalism: life on a manor, castles, lords, etc. 

Europe in the Middle Ages 
Europe in the Early Middle Ages 
Chivalry: code of chivalry, knight, squire, page 
200 AD, Germanic tribes attacked Roman Empire 
“Middle Ages” and “Dark Ages” dates 
Growth of towns: centers of commerce, etc. 

Black Death (Bubonic Plague) 
England in the Middle Ages 
Norman Conquest: William the Conqueror, etc. 
Geography: rivers, mountains, Iberian Peninsula, etc. 

Medieval African Kingdoms of the Sudan 
Trans-Sahara trade; Kings of Mali; etc. 

Sung dynasty: inventions 
Kublai Khan 

Mongol invasions: Genghis Khan; "Golden Horde" 
T'ang dynasty: spread of Chinese influence; etc. 
China: Great Wall, Han dynasty, inventions, etc. 

Hundred Years’ War; Joan of Arc 
Charlemagne 
Henri II 
Rise of Christianity 
Eleanor of Aquitaine 
Spread of Islam to northern Africa 
Islam: Mohammed; Allah, the Koran; Mecca; etc. 

Spread of Islam and the “Holy Wars” 
Jerusalem; Church of the Holy Sepulcher; Crusades 

Medieval China: 
Parliament 
Magna Carta, King John, 1215 
Islamic Turks conquer region around the Mediterranean 
Growth of Islam: Sunni and Shiite; Avicenna; etc. 
Saladin and Richard the Lion-Hearted; growing trade 
Early African Kingdoms: Kush and Axum 
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Number of Teachers 



11 Taught 




Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, 10 were responsible for teaching in this content area. 
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FiGURE B4.9 Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "American civilization" 



Paul Revere’s ride, “one if by land, two if by sea”_ 

American Revolution 
George Washington appointed commander in chief 
British taxes: “No taxation without representation;” etc._ 

The Intolerable Acts 
Concord and Lexington: Minute Men, Redcoats, etc. 

Boston Massacre, Crispus Attucks_ 
King George III 
Declaration of Independence_ 
First Continental Congress_ 
Thomas Paine’s “Common Sense” 
Story of Betsy Ross and the American flag_ 
John and Abigail Adams_ 
Elizabeth Freeman, Deborah Sampson, et al._ 

Loyalists (Tories)_ 
Bunker Hill 
Thomas Jefferson 
John Adams 

French and Indian War (Seven Years’ War) 

George Washington _ 
European allies: Lafayette French fleet, etc._ 
American Victory at Saratoga_ 

... _ . Benedict Arnold 

Civilization Topic Abolitionists 

Cornwallis: surrender at Yorktown 
Valley Forge_ 

John Paul Jones: “I have not yet begun to fight.”_ 
White House; Capitol Building_ 
James Monroe 
Early Presidents and Politics _ 
Bill of Rights _ 

Preamble: popular sovereignty “We the people” _ 

Andrew Jackson 

Republican gov't; Articles of Confederation, etc._ 
Separation of power (three branches), etc._ 
Making a Constitutional Govemment_ 
Constitution of the United States 
Levels and functions of gov't: responsibilities, etc._ 
Government: ideas and issues 
Growth of political parties_ 
Alliances with Native Americans 
James Madison 
Results of the war 

Women’s rights: Seneca Falls; Stanton, Mott, Bloomer_ 
Nathan Hale: “I only regret that I have ... " 
Dorothea Dix: treatment of the insane 
Horace Mann: public schools_ 
Symbols and Images_ 
Battle of Quebec 

Spirit of ‘76; Great Seal of the U.S., Statue of Justice 



Taught 



Planned to Teach 










































X\W\^WW 










































0 1 2345 67 89 

Number of Teachers 



10 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, 10 were responsible for teaching in this content area. 
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FIGURE B4.10 Number of fourth-grade teachers who taught or planned to teach specific 
Core Knowledge content in the area of "geography'' 



Geoeraphv Topic 



Work with maps, globes, and other geographic tools 
Scales, longitude and latitude, coordinates, degrees 

Prime Meridian 

Mountain Ranges: Andes, Rockies, Appalachians, et al. 
Mediterranean & Red Seas; Atlantic and Indian Oceans 

Relief maps 
Major rivers 
Geography of Africa 
European rivers: Danube, Rhine, Rhone, Oder 
Climate: deserts, tropical rain forests, savanna, etc. 

Cape of Good Hope and Madagascar 
Atlas Mountains and Mt. Kilimanjaro 
High mountains of the World 
Normandy 

Lake Victoria and Victoria Falls 




£ Taught 



Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in this content area. 
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FIGURE B4.ll Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "science" 



Science Topics 



Circulatory system 
The Human Body_ 
Benjamin Banneker 
Respiratory system 
Atmosphere 
Forecasting the weather 
Ancient age of the earth; "prehistoric" 
Hydrologic cycle 
Meteorology 
Air movement, cold and warm fronts 

Earth's layers 
Fossils 
Paleontology 
Geologic time 
History of the Earth 
Volcanoes 
Earthquakes 
Movement of tectonic plates 
Geology 
Earth and its changes 
Rocks 

Theories of how the continents and oceans were formed 

Weathering and erosion 
Hot springs and geysers 
How mountains are formed 
Circuits 
Using electricity safely 
Conductors and insulators 
Static electricity, electric current 
Electricity 
Elements 
Electromagnets 
Flow of electrons 
Chemistry 

Atoms, protons, neutrons, electrons 
Mass, volume, density 
Michael Faraday 
Solutions 

Electrical charge and "Unlike charges attract, ..." 

Vacuum 
Elizabeth Blackwell 
Charles Drew 
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Taught 



Planned to Teach 






4 6 8 10 

Number of Teachers 



12 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in this content area. 
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FIGURE B4.12 



Number of fourth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mathematics" 



Mathematics Topic 



Computation 

Division 

Multiplication 

Equations in the form of x 9 = 63 

Compare numbers using the signs < > and = I 
Numbers and number sense J 
Addition & subtraction review"! 
Round to the nearest ten I 
Geometry"! 

Polygons: quadrilateral, pentagon, hexagon, etc.^l 
Bar graphs and line graphs 
Area of a rectangle 



Fractions J 
Capacity (volume) 
Linear: meters, cm, mm 
Weight: pounds & ounces, grams & kilograms 
Circles: radius and diameter 
Multiplication and division problems with money 
Read and write numbers up to nine digits 
Two-step word problems 
Similar and congruent figures 
Money 

Lines: horizontal, vertical, perpendicular, etc. 

Measurement 
Angles: right angle, acute, obtuse 
Points, segments, rays, lines 
Time: elapsed time 
Decimals 

Place value up to hundred-millions 
Problems involving making change up to $100 
Plot points on a coordinate plane 
Problems with more than one operation 
Roman numerals from 1 to 1,000 
Volume in cubic units 
Equivalence: among US and metric units of 
Identify perfect squares 
Positive and negative whole numbers 



Taught ^ Planned to Teach 




















































4 6 8 

Number of Teachers 



10 



12 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 teachers, all were responsible for teaching in this content area. 
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FIGURE B4.13 Number of fourth-grade or art teachers who taught or planned to teach specific Core 
Knowledge content in the area of "visual arts" 



Visual Arts Topics 



The Bayeux Tapestry 
Art of the Middle Ages in Europe 
Tapestries 
Art of Africa 
Patriotic art 

Gilbert Stuart, "George Washington" 
Antelope headdresses of Mali 
Art of a new nation 
Taj Mahal, India 
The Book of Kells 
Illuminated manuscript 
Gothic architecture 
John Singleton Gopley, "Paul Revere" 
Stelae of Axum 
Washington Crossing the Delaware 

Islamic Art 
Monticello 

Sculptures by Yoruba artists in the city of Ife 
Illuminated manuscripts 
Notre Dame (Paris) 
Ivory carvings and bronze sculptures of Benin 

Famous portraits 
Calligraphy 
Salisbury Cathedral (England) 
Cologne Cathedral (Germany) 
Dome of the Rock (Mosque of Omar), Jerusalem 

Architecture 
Chartres Cathedral (France) 
Examples of medieval Madonnas 
The Unicom tapestries 
Great Temple of Ramses II 
Great Mosque at Jenne 
Alhambra Palace, Spain 
Porcelain 
Silk scrolls 
Art of China 





Number of Teachers 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of those 12 fourth-grade teachers, 5 reported teaching visual arts content. There were a 
total of 3 art teachers in the schools surveyed, all of whom returned questionnaires. Two of the art 
teachers taught fourth graders. 
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FIGURE B4.14 Number of fourth-grade or music teachers who taught or planned to teach specific 
Core Knowledge content in the area of "music" 



Music Topic 

Understand notation 
Rhythm, e.g., steady beat, accents, downbeat, fast, slow 

Melody 

Listening to various types of music (instrumental, vocal, dance, etc.) 

Harmony 

Form, e.g., verse, refrain, introduction, code 

Expression 
Vocal ranges: female and male 

Timbre 

Rossini, h La Cenerentola" 

Mozart, Eine Kleine Nachtmusik; Overture to The Marriage of Figaro 

Mozart, "Magic Flute" 

Johann Strauss, Jr., On the Beautiful Blue Danube 

Gregorian chant 

Franz Joseph Haydn, Symphony No. 73; Symphony No. 100 
Carl Orff, “O Fortuna” from Carmina Burana 

0 1 2 
Number of Teachers 




^ Taught 




Planned to Teach 



Note: There were a total of 14 fourth-grade teachers in the schools surveyed, 12 of whom returned 
questionnaires. Of the 12 fourth-grade teachers, 1 reported teaching music content. There were a total 
of 4 music teachers in the schools surveyed, 1 of whom returned a questionnaire. 
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Grade Five 



FIGURE B5.1 Number of fifth-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "poems" 



Poem 

“The Tiger,” by William Blake 
“The Snowstorm,” by Ralph Waldo Emerson 
“The Road Not Taken,” by Robert Frost 
“The Eagle,” by Alfred Lord Tennyson 
“The Arrow And The Song,” Longfellow 
• “Incident,” by Countee Cullen 
“I, too, sing America,” by Langston Hughes 
“I Hear America Singing,” by Walt Whitman 
“Casey At The Bat,” by Ernest Lawrence Thayer 
‘Battle Hymn of the Republic,” by Julia Ward Howe 
“A Wise Old Owl,” by Edward Hersey Richards 
“Barbara Fritchie,” by John Greenleaf Whittier 
“A bird came down the walk,” by Emily Dickinson 
“Jabberwocky,” by Lewis Carroll 
“Narcissa,” by Gwendolyn Brooks 
“O Captain! My Captain!” by Walt Whitman 
“I like to see it lap the miles,” by Emily Dickinson 
“A Poison Tree,” by William Blake 
“Some Opposites,” by Richard Wilbur 




Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 1 2 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in this content area. 
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FIGURE B5.2 Number of fifth-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "sayings and phrases" 



Saving or Phrase 



Lock, stock, and barrel 
Bite the hand that feeds you 
Read between the lines 
Eureka! 
Eleventh hour 
Make a mountain out of a molehill 
Steal his/her thunder 
A penny saved is a penny earned. 
Take the bull by the horns 
Eat crow. 
Birthday suit 

The grass is always greener on the other side of the hill. 

Vice versa 
It's never too late to mend 
Every cloud has a silver lining. 

Count your blessings. 
Chip on your shoulder 
Till the cows come home 
Out of the frying pan and into the fire 
Tom, Dick, and Harry 
To kill two birds with one stone 
A watched pot never boils. 
Time heals all wounds. 
Sit on the fence 
A miss is as good as a mile. 
Few and far between 
What will be will be 
Well begun is half done 
Forty winks 





2 3 4 5 

Number of Teachers 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in this content area. 
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FIGURE B5.3 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "stories" 



Storv 

Little House on the Prairie (Laura Ingalls Wilder) 
The Adventures of Tom Sawyer (Mark Twain) 
Little Women, Part One (Louisa May Alcott) 
Narrative of the Life of Frederick Douglass 
Selected tales of Sherlock Holmes (A. C. Doyle) 
A Midsummer Night's Dream (William Shakespeare) 
Episodes from Don Quixote (Miguel de Cervantes) 




FIGURE B5.4 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "speeches" 



Speech 

Abraham Lincoln: The Gettysburg 
Chief Joseph “I will fight no more 




Number of Teachers 



^ Taught 




Planned to Teach 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in these content areas. 
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FIGURE B5.5 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "literature" 



Literature Topic 

Literal and figurative language: imagery, metaphor, etc. 
Sounds in poetry: onomatopoeia and alliteration 
Shapespeare, Globe Theater 
Tragedy and comedy 
Drama 

What is a pen name (pseudonym)? 




0 



Number of Teachers 



6 7 



FIGURE B5.6 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "myths and legends” 



Mvth or Legend 



Coyote Visits the Land of the Dead 
American Indian Trickster Stories 
Raven Brings the Tides 
Grandmother Spider Steals the Sun 
"A Tale of Oki Islands " (Samurai’s Daughter) 
Morning Star and Scarface: the Sun Dance 




0 12 3 4 5 6 7 



Number of Teachers 



11 Taught 




Planned to Teach 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in these content areas. 
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FIGURE B5.7 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "language" 



Language Topic 




Writing reports and other expository essays 



Use of quotation marks in titles 



Punctuation 



Use of commas with appositive 



Colon before a list 



Pronouns 



Agreement in case and gender 



Agreement with antecedents 



Cases (nominative, objective, and possessive) 



Linking verbs: recognizing them and how they are used 



Direct and indirect objects 



0 



2 3 4 5 

Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in this content area. 
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FIGURE B5.8 Number of fifth-grade teachers who taught or planned to teach specific Core Knowledge 
content in the area of "world civilization" 



Aztecs 

Mayas 

Meso- American civilizations_ 
Geography of trade: "Spice Islands," Africa_ 
European exploration, trade, and the clash of cultures 

Incas 

Spanish empire in the Americas 
The Portuguese_ 
England and France 
The Renaissance 

Patrons of the arts and learning; da Vinci; Michelangelo 
"Rebirth" of ideas from ancient Greece and Rome_ 
Conflicts between science and the church 
New trade and new wealth; city-states 
The Netherlands 
Transatlantic slave trade: the "triangular trade" 
World The Reformation 

77 . ... .. Feudal Japan 

~ Emporer; Samurai, code of Bushido 

T°P» C Peter the Great; Catherine the Great 

Ivan III (the Great); Ivan IV (the Terrible) 
Islamic scholars translate Greek works 

Geography 
John Calvin; Puritanism 
Gutenberg's printing press; the Bible; Martin Luther; etc. 
Russia as succesor to Byzantine Empire; Moscow 
Russia: early growth and expansion 

Geography 
Religion: Buddhism; Shitoism 
Class system; closed to outsiders 
The Counter-Reformation 
The Stuart kings vs. Puritans and Parliament 
British naval dominance 
Henry VIII and the Church of England; Elizabeth I 
England in the "Golden Age" 
The English Revolution 
The English Bill of Rights 
1688: the "Glorious Revolution" 
King James II 
1660: The Restoration 
Oliver Cromwell and the Puritan regime 
The English Civil War: Cavaliers vs. Roundheads 

1649; Charles I beheaded 
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Taught 



Planned to Teach 
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2 3 

Number of Teachers 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 5 were responsible for teaching in this content area. 
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FIGURE B5.9 



Number of fifth-grade teachers who taught or planned to teach specific Core Knowledge 
content area of "American civilization" 



Treaties made and broken 
Early exploration of the west 
Pioneers 

Jedediah Smith; fur trade; Zebulon Pike; Pike's Peak 
Land routes: Santa Fe Trail and Oregon Trail _ 
Early settllement of Texas _ 
"Manifest Destiny" and conflict with Mexico 
Daniel Boone; Cumberland Gap; Wilderness Trail; etc._ 
Homestead Act; "Go west, young man;" railroads 

Tecumseh 

Santa Anna; Battle of the Alamo 
Geography _ 
Gold Rush 
The Mexican War 
Transportation; St. Louis _ 
Cowboys, cattle drives, Chisholm Trail; "wild west" 

Indian resistance 
Native Americans: cultures and conflicts 
End of Reconstruction; Compromise of 1 877 _ 
Black Codes, the Ku Klux Klan and "vigilante justice" 

Reconstruction 
Assassination of Lincoln 
Carpetbaggers and scalawags _ 
Radical Republicans vs. A. Johnson; impeachment_ 
Confederacy; Jefferson Davis 
13th, 14th, and 15th Amendments to the Constitution 
Richmond falls; surrender at Appomattox_ 
Yankees and Rebels 
American Uncle Tom's Cabin; Dred Scott decision 
Civilization Missouri Compromise of 1820_ 

Z ~ Freedmen's Bureau 

T°P 1C John Brown; Harper's Ferry _ 

Sherman's march to the sea 
Emancipation Proclamation; Gettysburg Address _ 
Slave life; industrial North versus agricultural South _ 

Toward the Civil War 
Osceola (Seminole) 
Battle of Tippecanoe_ 
The Cvil War 
Abraham Lincoln 
Robert E. Lee; Ulysses S. Grant; Stonewall Jackson_ 

Westward Expansion, part 2_ 
Buffalo Soldiers 
Mormons 

Battles: Monitor and Merrimack; Antietam, etc. 
1890: the closing of the American frontier 
American government policies toward Indians 
Culture and life: Great Basin and Plateau; et al. 

Seward's folly _ 

Sand Creek Massacre; Little Big Horn; et al. 



Taught 



Planned to Teach 



0 
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\WWWWW 



2 3 

Number of Teachers 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 5 were responsible for teaching in this content area. 
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Figure B5.10 Number of fifth-grade teachers who taught or planned to teach specific Core Knowledge 
topics in the area of "geography" 



Geography Topic 

Longitude, latitude, coordinates, degrees 
Working with maps, globes, and other geographic tools 

Review 50 states and capitals 
Tropic of Cancer, Tropic of Capricorn, Arctic Circle, etc. 
Western Hemisphere, N. America, Caribbean Sea, etc. 
Regions (e.g., New England) and their characteristics 
Geography of trade: "Spice Islands," Africa, etc. 
Formation of lakes and great lakes of the world 
Political geography of Europe: locate major areas, etc. 

Climate zones; time zones 
Russia: Moscow, Urals, Siberia, steppes, Volga etc. 
Japan: Tokyo, the Pacific Rim, main islands, etc. 




2 3 4 5 

Number of Teachers 



Taught 



H! Planned to Teach 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 7 were responsible for teaching in this content area. 
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FIGURE B5.ll Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "science" 



Groupings within a kingdom 
Five kingdoms 
Classifying living things 
Life cycles and reproduction 
Reproduction of plants 
Sexual reproduction 
Asexual reproduction 
Types of cells, e.g., monerans, amoeba, plant cells 

Photosynthesis 

Organization of cells into tissues, organs, and systems 

Division of nucleus 
Structure 
Cells' 
Energy 

Transferring heat energy 
Expansion and contraction 
The human body 
Change of phase 
Physical change: energy transfer 
Chemical and physical change 
Metals and non-metals 
Periodic Table 
Elements 
Common compounds 
Atoms 
Chemistry 
Reproductive system 
Endocrine system 
Changes in human adolescence 
Charles Babbage and Ada Lovelace 
Models of the Earth: round globe, flat map, Mercator, etc. 

Universe 

Galaxy 

Geocentric and heliocentric 
Astronomy 
Ernest Just 
Percy Lavon Julian 
Galileo 
Power 
Distillation 
Force and work 
Speed 



Science Topic 



Taught 



Planned to Teach 



Physics 
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1 2 3 

Number of Teachers 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 4 were responsible for teaching in this content area. 
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FIGURE B5.12 Number of fifth-grade teachers who taught or planned to teach specific Core 
Knowledge content in the area of "mathematics" 



Word problems: write and solve equations 
Variables and equations using variables 

Algebra 

Graphing of simple functions 
Problems requiring graphically displayed data 
Plotting of points on a coordinate plane 

Average (mean) 
Bar, line, and circle graphs 
Probability and statistics 
Rectangular prisms: volume and surface area_ 

Area 

Circles 

Polygons 

Triangles: equilateral, right, and isosceles; congruent_ 

Measuring degrees in angles 
Lines: horizontal, vertical, perpendicular, parallel, et al. 
Addition; commutative and associative properties 

Decimals 

Fractions 

Mathematics Problems with more than one operation 
Topic Ratio' 

Linear 

Measurement 

Commutative, associative, and distributuve properties 
Word problems with multiple steps 
Numbers and number sense 
Multiple two factors of up to four digits each 
Prime numbers less than 50 
Multiplication 

Read and write numbers up to the hundred-billions 
Greatest common factor and least common multiple 
Round numbers (as high as the hundred-thousands) 
Order and compare numbers using < > and = 

Perfect squares 
Geometry 
Percent 

Positive and negative whole numbers 

Equivalences 

Time 

Convert to common units 
Weight 
Division 

Sets and the members of a set 



Taught 



Planned to Teach 
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Number of Teachers 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, of whom 8 returned 
questionnaires. Of those 8 teachers, 6 were responsible for teaching in this content area. 
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FIGURE B5.13 Number of fifth-grade or art teachers who taught or planned to teach specific Core 
Knowledge content in the area of "visual arts" 



Review from previous grades 
Elements of Art 
Art of the Renaissance 
Perspective 
American art: 19th century 
Michelangelo, Ceiling of the Sistine Chapel, "The Creation of Adam" 

Genres: portraits, fresco. Madonna 
Albert Bierstadt, "Rocky Mountains, Lander's Peak" 
Asher Durand, "Kindred Spirits" 
Civil War photography of Matthew Brady and his colleagues 

Sculpture: Augustus Saint-Gaudens 
Influence of Greek and Roman art 
Shift from medieval to Renaissance art 
Italian Renaissance and Northern Renaissance 
Visual Arts Landscape gardens 

— pjc Albrecht Durer, "Self-Portrait" 

Currier and Ives, "Across the Continent" and others 

Art of Japan 

Jan van Eyck, "Giovanni Amolfini and His Bride” 
Augustus Saint-Gaudens, "Shaw Memorial” 
Michelangelo, "David" 
George Caleb Bingham, "Fur Traders Descending the Missouri" 

Donatello, "Saint George" 
Thomas Cole, "The Oxbow (The Connecticut River Near Northampton)" 
The Florence Cathedral, dome designed by Filippo Brunelleschi 

Popular prints: Currier and Ives 
Painting: the Hudson River School; genre paintings 

St. Peter's in Rome 
William Sidney Mount, "Eel Spearing at Setauket" 
Leonardo da Vinci, "Mona Lisa" and "The Last Supper" 
Sandro Botticelli, "The Birth of Venus" 
Raphael, "The Marriage of the Virgin" and his Madonnas 

Recommended works 
Pieter Bruegel the Elder, "Peasant Wedding" 
Sculpture: Great Buddha 
Leonardo da Vinci, "The Proportions of Man" 
















N\\\\\W V 



11 Taught 




Planned to Teach 



0 



1 2 3 

Number of Teachers 



4 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, 8 of whom returned 
questionnaires. There were a total of 3 art teachers in the schools surveyed, all of whom returned 
questionnaires. Of the 8 fifth-grade teachers, 1 reported teaching visual arts content. 
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FIGURE B5.14 Number of fifth-grade or music teachers who taught or planned to teach specific 
Core Knowledge content in the area of "music" 



Work with timbre and phrasing 
Sing unaccompanied, accompanied, and in unison 
Understand music notation 
Recognize beats, accents, rhythm patterns, simultaneous rhythm 
Recognize harmony, introduction, interlude, coda, verse, refrain 

Understand legato and staccato 

— | 

Discriminate between fast and slow, high and low, loud and quiet 

Expression 

Recognize theme and variations, chords, intervals, octave 
Duke Ellington, "Caravan," "Take the A Train" 
Jazz: African-American origins; improvisation, syncopation, ragtime 
Mendelssohnn, A Midsummer Night's Dream, "Wedding March" 



sssssssssssss 










sssssssssssss 



ssssssssssssss 







Moazrt, Symphony No. 40 



Music Topic 



Madrigals of Claudio Monteverdi 
Greensleeves 
Choral works of Josquin Des Prez 
Recommended works 
Dances of Michael Praetorius 
Jelly Roll" Morton, "New Orleans Blues 
Mussorgsky, Pictures at an Exhibition 
Lute songs by John Dowland 
Louis Armstrong, early recordings 
Music from the Renaissance 
George Gershwin, Rhapsody in Blue 
John Coltrane, "My Favorite Things" 
Ferde Grofe, Grand Canyon Suite, "On the Trail" 









1 2 
Number of Teachers 



Taught 



Planned to Teach 



Note: There were a total of 12 fifth-grade teachers in the schools surveyed, 8 of whom returned 
questionnaires. There were a total of 4 music teachers in the schools surveyed, 1 of whom returned a 
questionnaire. Of the 8 fifth-grade teachers, 2 reported teaching music content. 
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APPENDIX C 



CTBS/4 Mathematics Concepts and 
Applications Subtest Results 
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Appendix C 



CTBS/4 Mathematics Concepts and 
Applications Subtest Results 



Results in third-grade CTBS/4 Mathematics Concepts and Applications may be seen in 
Table C-l. Core schools produced a net mean gain in mathematics of 1.1 NCEs. As in 
reading, school-level changes varied greatly. Students in one of five Core Knowledge 
schools exhibited greater three-year math achievement gains than did matched controls. 
As on the Reading Comprehension test, in the fifth pair (lowest-implementing school), 
the control so outgained the experimental school that on average Core Knowledge 
schools performed at lower levels than control schools (+1.1 NCEs vs. +5.6 NCEs). 

Table C-2 shows that fifth-grade mathematics concepts scores rose for both experimental 
and control schools, with experimental and control schools averaging gains of +4.0 NCEs and 
+4.2 NCEs respectively. Because the experimental schools reported that they did not alter their 
math curriculum at any grade, results of the mathematics portion of the CTBS/4 does not yield 
data about the effectiveness of the Core Knowledge mathematics curriculum. 



Table C-l 

Average NCE Gains in CTBS Math Concents for Students 
Moving from First through Third Grade 





Pair A 


Pair B 


Pair C 


PairD 


Pair E 


Mean School 
Change 


Core Knowledge 


2.2 


-2.3 


15.1 


10.4 


-20.1 


1.1 


Control 


2.2 


0.8 


17.8 


4.0 


3.2 


5.6 



Table C-2 



Average NCE Gains in CTBS Math Concepts for Students 
Moving from Third through Fifth Grade 





Pair A 


Pair B 


Pair C 


PairD 


Pair E 


Mean School 
Change 


Core Knowledge 


1.1 


-2.1 


6.6 


7.8 


6.4 


3.95 


Control 


3.9 


1.4 


7.0 


8.4 


0.5 


4.24 

l 



APPENDIX D 



Core Knowledge Teacher Survey 

A survey was sent to each regular classroom teacher in grades one through five and to each art 
and music teacher in the five Core Knowledge schools. Part 1, which contained questions related 
to the Core Knowledge implementation, is Appendix D. 
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Questionnaire for teachers of 

h' CORE KNliV^EDGE 



Part 1 



1 . Counting this school year, 

a . How many years in total have you 
been a teacher? 

Number of years 

b . How many years in total have you 
taught in this school? 

Number of years 



2. If this is your 1st or 2nd year teaching 
Core Knowledge at your current grade 
level, what type of assistance or 
resources were provided to help you 
implement Core Knowledge? List below. 



3 . During the past 3 years, to what extent 
has common planning with other teachers 
helped you to write or revise the Core 
Knowledge curriculum? 



a. Essential 1 

b. To a great extent 2 

c. To some extent 3 

d. To a slight extent 4 

e. Not at all 5 

Not applicable, the school hasnl used common 
planning time N/A 



O 




4. During the 1996-97 school year, how 
much time have you spent each week 
developing or revising the Core 
Knowledge curriculum? 

hours 



5. During the 1996-97 school year, what has 
been the average percentage of time 
each week that you have spent teaching 
Core Knowledge content? 

% 



6. How difficult is it to find age-appropriate 
materials for the Core Knowledge 



curriculum? 

a. Not difficult at all 1 

b. Slightly difficult 2 

c. Somewhat difficult 3 

d. Greatly difficult 4 

e. Nearly impossible to find materials 5 



7. What instructional techniques do you 
most often use to teach Core Knowledge 
material? (Rank the top 3: 1 = the 

technique most often used.) 

a. textbooks 

b. worksheets 

c. trade books 

d. teacher-made materials 

e thematic units 

f. project-based learning 

g. videos 

h. cooperative learning 

i. computers 

j. field trips 

k. Other (please specify) 

l. Other (please specify) 

m. Other (please specify) 
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Questionnaire for Teachers of Core Knowledge 



8 . How do you teach reading (e.g., phonics, 
whole language, basal) to your students? 
Briefly describe your approach and state 
name of reading series, if applicable. 



9, How confident are you that Core 
Knowledge will be a major element in 
your school's curriculum in the year 
2000 ? 



a. Core will definitely be a major element 1 

b. Core will probably be a major element 2 

c . Core will be here, but not a major element .... 3 

d. Core will probably not be here 4 

e. Core will definitely not be here 5 



10. This item pertains to potential resources that might help a teacher implement the Core 
Knowledge curriculum. Please circle each school year in which you have received the listed 
resource specifically to aid you in the implementation of Core Knowledge. 



Resource 

Copy of What your X grader needs to know 

Copy of the Core Knowledge Sequence: Content Guidelines for Grades K-6 

Copies of the Core Knowledge Foundation newsletter 

Copy of the Core Knowledge Resource Guide 

Grant money * 

Extra planning time during the school year 

Staff development related to teaching Core Knowledge 

Common planning time with other teachers 

Paid summer planning time 

Trips to other Core Knowledge schools 

Visits by teachers from other Core Knowledge schools 

Explicit stated support from the district office 

Support from the principal 

Involvement of other school personnel (e.g., librarian, curriculum coordinator) 

Assistance from parents 

Attendance at the national Core Knowledge conference 

Attendance at local meetings concerned with Core Knowledge 

Special assistance from materials suppliers (e.g., bookstores) 

A Core Knowledge resource center at the school 

A library at the school 

Other (Please specify ) •• 



1994-95 

school 

year 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 

94-95 



1995-96 

school 

year 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 

95-96 



1996-97 

school 

year 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 

96-97 



o 

ERIC 
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Questionnaire for Teachers of Core Knowledge 



1 1 . Are there any school, district, or state requirements that compete with Core Knowledge for 
space in the curriculum? If yes, please list them on the lines below. 



12. If you were asked for advice from a friend who teaches at a school considering using the Core 
Knowledge curriculum, what would you say? Would you tell your friend to go for it? Don’t try it 
unless ... What problems in implementation would you talk about? What, if any, benefits have 
you seen? Please write your response on the lines below. 
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